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ABSTRAKTI 
Euroopan yhdentymisprosessin edetessä ja syventyessä kasvavat myös 
vaatimukset sen oikeutuksesta. Tästä osoituksena ovat muun muassa 
viimeaikaiset mediassa käydyt keskustelut EU:n perustuslakiäänestysten 
seurauksista, kansalaisten EU:ta ja euroa kohtaan osoittamasta ja 
tuntemasta epäluottamuksesta ja Turkin EU-jäsenyydestä. Taloudelliset 
ja poliittiset argumentit tiiviimmän yhteistyön puolesta eivät aina riitä 
kansalaisten tuen saamiseen ja yhdeksi ratkaisuksi on esitetty yhteisen 
identiteetin etsimistä. Eurooppalaisen identiteetin sanotaan voivan 
parhaiten muodostua silloin, kun perheen, koulutuksen ja median kautta 
tapahtuvalla sosialisaatiolla on mahdollisuus juurruttaa myönteisiä 
mielikuvia ja identiteettejä. Koulu on tärkeä sosialisaatioagentti. Näin 
ollen ymmärtääksemme ihmisten käsityksiä, asenteita ja epäluuloa on 
tarpeellista selvittää, miten Euroopan yhdentyminen esitetään 
kansalaisille eri jäsenmaiden koulujärjestelmissä. Miten ja minkälaisia 
mielikuvia ja todellisuutta Euroopan unionista luodaan ja tuotetaan? 
Tässä tutkimuksessa tarkasteltiin Euroopan yhdentymiseen liitettyjä 
mielikuvia ja käsityksiä viiden EU-maan opetussuunnitelmissa ja 
oppikirjoissa. Nämä viisi EU-maata olivat Ranska, Iso-Britannia, Saksa, 
Suomi ja Ruotsi. Tutkimusaineisto koostui näiden maiden 
opetussuunnitelmista ja lukioikäisille suunnatuista suurimpien 
kustantamoiden julkaisemista koulukirjoista. Lisäksi analysoitiin 
yhteisen eurooppalaisen oppikirjan malliksikin kaavailtu ranskalais-
saksalainen oppikirja.  
Tutkimuksen keskeisen teoreettisen viitekehyksen muodosti 
sosiaalisten representaatioiden teoria. Euroopan yhdentymisen sosiaalisia 
representaatioita tarkasteltiin kokonaisvaltaisesti ja useasta eri 
näkökulmasta sekä määrällisten että laadullisten menetelmien avulla. 1) 
Ensinnäkin haluttiin selvittää sosiaalisten representaatioiden sisällöt: 
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mitä Euroopan yhdentymisestä kirjoitetaan? 2) Toisena tavoitteena oli 
selvittää, miten ja millä keinoin Euroopan yhdentymisestä tehdään 
merkityksellistä ja konkreettista: miten sitä ankkuroidaan, objektivoidaan 
ja naturalisoidaan? 3) Kolmanneksi haluttiin tarkastella, miten Euroopan 
yhdentymistä visualisoidaan eli tuotetaan kuvalliseen muotoon? 4) 
Neljäntenä tavoitteena oli tarkastella, miten Euroopan yhdentymisen 
sosiaaliset representaatiot ovat muuttuneet aikojen kuluessa. Miten 
maiden historiallinen konteksti ja integraatiokehitys heijastuvat 
oppikirjojen EU-käsityksiin? 5) Viides tutkimuksen tavoite oli 
sosiaalisten representaatioiden rakenteen hahmottaminen. Tavoitteena oli 
löytää representaation ydin, eli se juoni, jonka avulla sosiaalista 
representaatiota rakennetaan. 6) Kuudenneksi tarkasteltiin oppikirjojen 
tapoja kommunikoida Euroopan yhdentymisestä. 
Tutkimuksen tulokset osoittivat, että Euroopan yhdentymistä tehdään 
tutuksi, ymmärrettäväksi ja merkitykselliseksi paljolti eri keinoin 
viidessä EU-maassa. Euroopan yhdentymisen sosiaalinen representaatio 
rakentui erilaisten ydinten ympärille: ranskalaiskirjojen EU:ta 
käsitteleviä tekstejä kuvasi ydin Ranskalainen Eurooppa, brittikirjoja 
Ambivalentti Eurooppa, saksalaiskirjoja Vaikutusvaltainen ja Yhdistävä 
EU, suomalaiskirjoja Uhkaava ja Mahdollistava EU, ruotsalaiskirjoja 
Skeptinen EU ja ranskalais-saksalaisen oppikirjan ydintä kuvasi EU 
Maailmanmallina. Rauha ja talous ilmenivät kaikkia maita yhdistävinä 
elementteinä, kun taas Euroopan unioni-ilmiön ideologisten, 
kulttuuristen ja uhkaavien komponenttien esiintyminen vaihteli maittain. 
Tutkimusaineistosta käy ilmi, ettei Euroopan yhdentymistä käsitellä 
monipuolisesti opetussuunnitelmissa ja koulukirjoissa. Euroopan 
yhdentyminen kuvataan lähinnä taloudellisena ja institutionaalisena 
prosessina. Yhdentymisprosessin myönteiset puolet liitetäänkin usein 
talouteen, kun taas kritiikin kohteena ovat sensitiivisemmät asiat kuten 
kansallisvaltion tulevaisuus, vilppi tai maatalouden 
epäoikeudenmukaisuus. Kulttuurinen ulottuvuus puuttuu lähes kokonaan 
Euroopan yhdentymisdiskurssista. EU-jäsenyyden merkitystä oppikirjoja 
lukevien nuorten ihmisten arkipäivässä käsitellään niukasti. 
Tutkimus on monitieteellinen ja sen tulokset ovat sovellettavissa ja 
hyödynnettävissä niin Euroopan yhdentymisen tutkimuksessa, 
nationalismin tutkimuksessa, koulutuspolitiikan ja opetuksen 
tutkimuksessa kuin myös sosiaalisten representaatioiden teorian 
kehittämisessä.  
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ABSTRACT 
The economic, political and social face of Europe has been changing 
rapidly in the past decades. These changes are unique in the history of 
Europe, but not without challenges for the nation states.  
The support for the European integration varies among the countries. 
In order to understand why certain developments or changes are 
perceived as threatening or as desired by different member countries, we 
must consider the social representations of the European integration on 
the national level: how the EU is represented to its citizens in media and 
in educational systems, particularly in the curricula and textbooks.  
The current study is concerned with the social representations of the 
European integration in the curricula and school textbooks in five 
European countries: France, Britain, Germany, Finland and Sweden. 
Besides that, the first volume of the common Franco-German history 
textbook was analyzed, since it has been seen as a model for a common 
European history textbook. As the collective representations, values and 
identities are dominantly mediated and imposed through media and 
educational systems, the national curricula and textbooks make an 
interesting starting point for the study of the European integration and of 
national and European identities. Textbooks are not merely based on 
scientific knowledge, but in fact, largely reflect opinions of the people, a 
shared understanding of the phenomenon. At the same time, they shape 
our thinking and attitudes as they contain the scientific and common 
sense knowledge that an older generation wishes to transmit to a younger 
generation. 
The social representations theory provides a comprehensive 
framework for the study of the European integration. The European 
integration is a dynamic process that changes quickly and influences the 
daily life of its citizens. The approach of social representations tries to 
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explain what happens when some abstract, unfamiliar or troubling object 
or phenomenon–like the European integration–is encountered and how 
we try to understand and explain it. 
By analyzing the curricula and history and civics textbooks of major 
educational publishers, the study aimed to demonstrate what is written on 
the European integration and how it is portrayed–how the European 
integration is understood, made familiar and concretized in the 
educational context in the five European countries. To grasp the 
phenomenon of the European integration in the textbooks in its entirety, 
it was investigated from various perspectives. The two analysis methods 
of content analysis, the automatic analysis with ALCESTE and a more 
qualitative theory-driven content analysis, were carried out to give a 
more vivid and multifaceted picture of the object of the research. The 
analysis of the text was complemented with the analysis of visual 
material. Drawing on quantitative and qualitative methods, the contents, 
processes, visual images, transformations and structures of the social 
representations of European integration, as well as the communicative 
styles of the textbooks were examined. 
This study showed the divergent social representations of the 
European integration, anchored in the nation states, in the five member 
countries of the European Union. The social representations were 
constructed around different central core elements: French Europe in the 
French textbooks, Ambivalent Europe in the British textbooks, 
Influential and Unifying EU in the German textbooks, Enabling and 
Threatening EU in the Finnish textbooks, Sceptical EU in the Swedish 
textbooks and EU as a World Model in the Franco-German textbook. 
Some elements of the representations were shared by all countries such 
as peace and economic aspects of the European cooperation, whereas 
other elements of representations were found more frequently in some 
countries than in others, such as ideological, threatening or social 
components of the phenomenon European integration. The study also 
demonstrated the linkage between social representations of the EU and 
national and European identities. The findings of this study are 
applicable to the study of the European integration, to the study of 
education, as well as to the social representation theory. 
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1 INTRODUCTION 
Imagine there's no countries  
It isn't hard to do  
Nothing to kill or die for  
And no religion too  
Imagine all the people  
Living life in peace 
(John Lennon, Imagine, 1971) 
As well as being the lyrics to one of my favorite songs, these words by 
John Lennon capture something fundamental to the topic of this study: 
how the European integration is imagined in textbooks of five European 
countries. Although John Lennon surely did not have the European 
integration in mind, when he wrote this song in the early 70s, the lyrics 
contain the idea of a post-national world. In line with Lennon’s lyrics, 
the European Union was set up with the aim of ending the frequent and 
bloody wars between neighbours and to unite European countries 
economically and politically in order to secure peace (Europa portal, 
2010). 
Throughout this study I use different names when referring to the 
European integration (e.g. EU, Europe, Union). The European integration 
process refers to the post war development in the Western Europe, 
excluding the parallel development in the socialist Eastern and Central 
European countries. An important step in the European integration 
process was taken in May 1950 when the French Foreign Minister Robert 
Schuman, proposed a common market for coal and steel to be set up by 
countries willing to delegate powers to an independent authority. Six 
original members of the ECSC were France, West Germany, Italy, 
Belgium, the Netherlands and Luxembourg. Encouraged by the 
economic and political success of the ECSC, the six member states 
proceeded to sign the Treaty of Rome in 1957. This established the 
European Economic Community (EEC) aiming to a wider common 
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market, which in 1967 was transformed into the European Community 
(EC). The first enlargement of the EC, from six to nine members, took 
place in 1973 when the UK, Ireland and Denmark joined the EC. The EC 
expanded again in 1981 with Greece and in 1986 with Portugal and 
Spain. An important step towards the European single market of four 
freedoms was taken with the Single European Act in 1986. Next year the 
Erasmus programme was launched to encourage greater mobility of 
students and teachers between European countries. The political shape of 
Europe was dramatically changed in the following years when the Berlin 
Wall fell in 1989, leading to Germany’s reunification and the collapse of 
the Soviet Union. Soon after, a real milestone in the European integration 
process was reached with the Maastricht Treaty, signed in 1992. The 
Treaty created the European Union (EU) and European citizenship as 
well as introduced new forms of cooperation concerning the future single 
currency, foreign and security policy and closer cooperation in justice 
and home affairs. In 1995, the EU was enlarged by three more countries: 
Finland, Sweden and Austria. In the following years the Treaties of 
Amsterdam in 1997 and Nice in 2001 extended the Maastricht Treaty and 
led to fundamental institutional reform. In order to face the challenges of 
globalization in the beginning of the new millennium, the EU adopted 
the so called Lisbon strategy to modernise the European economy and to 
encourage innovation and business investment and to adapt Europe’s 
education systems to meet the needs of information society. The most 
spectacular achievement in the history of the European integration was, 
when, in the beginning of 2002, the euro replaced the national currencies 
and became the new currency in 12 EU-countries. Next steps towards 
further expansion were taken, first, in the beginning of 2004, when eight 
Central and Eastern European countries joined, and then in 2007, when 
two more did the same. Nevertheless, the integration process has not 
proceeded without crises. On the contrary. The rapid expansion of the 
cooperation has caused some major debates in the member countries. In 
particular, the efforts to negotiate and ratify the European Constitution, 
which ended in French and Dutch rejection of the Treaty in 2005, 
revealed how difficult it was to find common perspective on European 
future. The Treaty of Lisbon, signed in 2007, aimed, among other things, 
to increase democracy, transparency and to simplify the decision-making 
system of the EU. (Europa portal, 2010.) 
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These changes are unique in the history of Europe, but not without 
challenges for the nation states. In this study, I focus on five countries of 
the European Union: France, the United Kingdom1, Germany, Finland 
and Sweden. These countries represent different histories, positions and 
policies in the European context. Although the first three countries are 
the biggest countries of the EU in terms of population, France and 
Germany, were among the founders of the European integration process, 
whereas the United Kingdom joined in the early 1970s. The two latter 
countries, Finland and Sweden are both relatively small Nordic countries, 
which joined the EU in 1995, but while Finland also joined the common 
monetary union, Sweden decided not to.  
The support for the European integration varies among the countries 
(e.g. Eurobarometer, 69, 2008). Nevertheless, the European integration 
process cannot proceed without some support on the part of the European 
citizens. Particularly, the legitimacy of the EU has motivated a search of 
European belongingness (e.g. Beetham & Lord, 1998). The 
Europeanization of education from the 1980s onwards, has played a key 
role in the promotion of European identity and as a consequence, some 
major actions have been taken for the Europeanization of the national 
educational systems.  
This work is concerned with the social representations of the 
European integration that are found in the textbooks of the 
aforementioned five countries. The political significance of schoolbooks 
and the stereotypical and prejudicial views they contain, have received 
attention as early as after the First World War, when the League of 
Nation suggested an idea of regular textbook revisions (Unesco 
Guidebook, 1999). As the collective representations, values and identities 
are dominantly mediated and imposed through media and educational 
systems, the national curricula and textbooks make an interesting starting 
point for the study of the European integration and of national and 
European identities (e.g. Soysal, Bertilotti & Manittz, 2005). 
Previous works on education and textbooks (Soysal & Schissler, 
2005; Soysal, Bertilotti & Manittz, 2005; Antoniou & Soysal, 2005; 
                                                          
 
 
1 In this study, the UK, Britain and England are used as synonyms although the UK 
has at least four constituent nations: England, Scotland, Wales and Northern Irland. In the 
study of curricula and textbooks I will concentrate on the English perspective since it 
dominates the discussion on Britain and Europe. 
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Torsti, 2003) have demonstrated the importance of textbooks in the 
construction of nation, national identity and divisions between us and 
them–in other words, textbooks can be seen as tools of identity politics. 
National textbooks represent officially selected, organized and 
transmitted source of information, and thus, they are indispensable for 
the understanding of the social representations of the European 
integration and national and European identities (Soysal, Bertilotti & 
Manittz, 2005). Being part of common sense and scientific knowledge, 
textbooks do not mediate only brute facts about the history of the 
European integration, but they also reflect our commonsensical thinking 
and attitudes towards the phenomenon. Thus, textbooks are not without 
significance, when we try to understand the current trends in changing 
Europe, citizens’ support and resistance to the EU and national and 
European identifications. 
The social representations theory (e.g. Moscovici, 1961; 1984) 
provides a comprehensive framework for the study of the European 
integration. The European integration is a dynamic process that changes 
quickly and influences the daily life of its citizens. Sometimes these 
economic, political and social changes take place at short notice and 
people have difficulties coping with them. The approach of social 
representations tries to explain what happens, when some abstract, 
unfamiliar or troubling object or phenomenon–like the European 
integration–is encountered, and how we try to understand and explain it. 
In the present study, I aim to explore what is written on the European 
integration and how it is portrayed–how the European integration is 
understood, made familiar and concretized in textbooks of the five 
European countries. Presumably, some images of the European 
integration are shared by everybody across different nations, whereas 
other images may be found more frequently in some countries than in 
others. To entirely grasp the phenomenon of the European integration in 
the textbooks (e.g. Bauer & Gaskell, 1999), my intention is to investigate 
it from various perspectives. Consequently, drawing on quantitative and 
qualitative methods, I aim to explore the contents, processes, visual 
images, transformations and structures of the phenomenon of the 
European integration as well as the communicative styles of the 
textbooks. 
In the three following chapters I focus on the theoretical 
backgrounds of this research. Chapter two attempts to place this study in 
the context of European unity: by defining the European identity, 
exploring its historical and institutional developments, as well as the 
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public opinions of European citizens. This will be followed in chapter 
three by an introduction to European education policy. Chapter four 
introduces the social representation theory. It presents the past and 
present of the approach, the main tools of the theory, the linkage between 
social representations and identity, critical remarks as well as the detailed 
research questions of this study. Chapter five presents the 
methodological choices of this research. In chapter six, I will explore the 
European dimension in the curricula of the five European countries. This 
will be followed by chapter seven, which presents the construction of 
social representation of the European integration in French, British, 
German, Finnish and Swedish textbooks as well as in a Franco-German 
textbook. Chapter eight summarizes and compares the main results of 
this research. Discussion also includes methodological and theoretical 
remarks as well as some suggestions concerning further research and 
practical implications of this study.   
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2 SEARCHING FOR EUROPEAN 
UNITY 
The European integration has moved beyond its old emphasis on purely 
economic and administrative functioning to include more social and 
cultural dimensions. In the beginning of the 21st century, it has become 
more and more present in the daily life of its citizens. At the same time, 
the unification process has been widely criticized for its democratic 
deficit. Since the 1970s citizens’ lack of interest in the European issues 
has become apparent in the poor voting attendance at elections to the 
European Parliament, and more recently, the rejection of the European 
Constitution by majority of French and Dutch citizens can be seen to 
reflect a crisis of political legitimacy. It seems that a wide-ranging 
process of unification cannot proceed without some support from the part 
of the European citizens (Beetham & Lord, 1998). All this has resulted in 
the imperative to induce citizens to participate in the process of the 
European integration. Some scholars (e.g. Habermas, 1975; Burgess, 
2004; Kaina, 2006) argue that legitimacy depends on the existence of 
collective identity, and consequently, we can assume that the search of a 
European identity has been motivated by the need for a stronger 
legitimacy. But what is meant by European identity? In this chapter I will 
elucidate the concept of European identity. Moreover, I will discuss the 
historical and institutional development of the concept, and finally, show 
how the citizens of the five countries of this study currently regard the 
European issues. 
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2.1 DEFINING EUROPEAN IDENTITY 
Defining the notion of European identity is not a simple task. 
Sociologists, political scientists and psychologists hold multiple 
definitions for the term collective/social identity. Much has been written 
about European identity and the number of books is ever growing and the 
concept itself can be analyzed from various angles. In this study, 
however, the notion of European identity is understood within the 
framework of social psychology.   
The major social psychological theories–in particular Social Identity 
and Self-Categorization Theories (Tajfel & Turner, 1979; Turner, 1987)–
provide a good starting point for clarifying the concept of social identity. 
The fundamental idea behind both theories is that individuals define 
themselves in terms of their social group membership. The social identity 
approach proposes that people are motivated to maintain a positive self-
esteem. This is satisfied in intergroup context by maximizing the 
difference between ingroup and outgroup on those dimensions which 
show ingroup in positive light (Hogg & Abrams, 1988; Turner, 1987). 
Tajfel (1981, p. 124) says ”we are what we are because they are not what 
we are”, illustrating the two essential processes, categorization and 
comparison, in the formation and maintenance of social identity. The 
greater the perceived differences between groups in contrast to the 
differences within one's own group, the greater the group's social 
identity. This does not mean, however, that the perceived differences 
between the ingroup and the outgroup are necessarily based on value 
judgments, and that the other is always looked down on and 
discriminated (e.g. Reicher & Hopkins, 2001). 
Whereas Social Identity Theory (SIT) focuses on individuals’ need 
to maintain and enhance the positively valued distinctiveness of their 
ingroups compared to outgroups to achieve a positive social identity, the 
more recent Self-Categorization Theory (SCT) is focused to explaining 
how individuals are able to act as a group based on the idea that a shared 
social identity depersonalizes individual self-perception and action. In 
other words, social properties are no longer ascribed to individuals, but to 
groups. Depersonalization is, therefore, a crucial step in the process of 
social identity creation. (Turner, 1987; Hogg & Abrams, 1988.) 
The Common Ingroup Identity Model (Gaertner, Dovidio, Anastasio, 
Bachman & Rust, 1993), largely based on the traditions of SIT, suggests 
that superordinate group identification reduces the intergroup bias. In 
Common Ingroup Identity Model (Dovidio, Gaertner & Saguy, 2007) 
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members of different groups are included to conceive themselves as a 
single, more inclusive, superordinate group (e.g. Europeans), rather than 
as completely separate groups (e.g. French, Germans). In such a case, as 
the model suggests, attitudes towards former outgroup members would 
also be expected to become more positive through processes involving 
pro-ingroup bias. The model does not expect the renunciation of other 
sub-level identity, but notes that it is possible for members to perceive 
two groups (for example French and German) as distinct entities, a so 
called dual identity, within the context of a superordinate identity 
(Europeans). Moreover, the model takes into account the effect of group 
position on the recategorization process, whether the member belongs to 
a majority or minority group. This common superordinate ingoup 
includes both an ingoup and an outgroup on a higher level. Consequently 
the model would assume that fostering a European identity would 
improve the relations between different European nations and their 
citizens. In other words, the more citizens identify with Europe, the more 
they will be tolerant and sympathetic to other Europeans.   
Mummendey and Wenzel (2002) and Wenzel, Mummendey and 
Waldzus (2007) provide a complementary and partly contradictory 
perspective on the superordinate group identification. According to the 
ingroup projection model, a superordinate identity is not necessarily a 
solution to intergroup conflict. When a common superordinate identity is 
made salient for members of different groups, members of one or both 
groups may begin to regard their subgroup’s characteristics such as 
norms, values and goals, as more prototypical of the common 
superordinate category, compared to those of the other subgroup. As a 
result of this generalization, or projection, people assume that their group 
is more representative of the superordinate category, and therefore 
superior to the other subgroup. In the European context this would mean 
that if people simply transfer their own national values onto the European 
stage, and if they fill their understanding of Europe with meanings 
derived from their national models of political and social life, it might in 
the end harm, rather than improve relations between European people. 
There is a general agreement among social identity theorists that 
individuals may hold multiple social identities and that these social 
identities are context-bound. Because of this, a group of Finns, for 
instance, might feel themselves European when dealing with Americans, 
while they might emphasize national differences when interacting mainly 
with other Europeans. The results of social psychological studies confirm 
that many people who strongly identify with their nation-state, also feel a 
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sense of belonging to Europe (e.g. Mlicki & Ellemers, 1996; Huici, 
Cano, Carmona, Emler, Hopkins & Ros, 1997; Castano, 2004), Britain 
being the only exception for this (e.g. Cinnirella, 1996; Huici et al., 
1997). Moreover, only some national identity constructions are 
consensual, while others are frequently contested. The multiplicity, 
context-boundedness, and contestedness of social identities have led 
many authors to conclude that the construction of social identities is 
dynamic and changeable.  
National identities are social identities, but the individuals holding 
the same national identity may experience it very differently. National 
identity may be invoked only occasionally in particular circumstances, or 
it may play a central role in one’s self-definition. Moreover, the concept 
of national identity, comprises several definitional alternatives depending 
on the way a nation is defined and how identity is perceived.  It can mean 
state identity, ethnic identity, cultural identity or national identity based 
on the sense of togetherness (Saukkonen, 1996). According to Anthony 
Smith (1992), an expert on nationalism, the concept of national identity 
is highly complex and abstract and should, therefore, be evaluated on 
several dimensions which include territorial boundedness, shared nature 
of myths and memories, common bond of a mass culture, a common 
economy and territorial mobility and common legal rights and duties for 
all members of the collectivity. To a large extent, in particular during the 
past 50 years, the very same features have been applied to the 
construction of the European identity (e.g. Hobsbawm & Ranger, 1983). 
Notwithstanding the many efforts during the past years, Europe does not 
yet hold well established and popularized rituals and ceremonies, 
political myths and symbols, arts and history textbooks through which 
the European identification could be shaped and forged.  
The European identity has transformed along the time. In the 1990s 
and the early 2000s, the EU has increasingly become part of the daily life 
of the nations and their citizens. The EU plays a central role in the 
economics and market transactions among European countries. 
Moreover, the EU has an emerging constitutional structure that was 
further strengthened in the Lisbon Treaty. The European Court of Justice 
and European legal principles have become part of daily life. InteRailing 
and cheap flights across Europe have been made easily accessible for 
many travelers by Europe without borders. Erasmus exchange is reality 
for many young Europeans. Even the currency is now the same in 16 EU 
countries. Also, the cultural sphere offers more and more opportunities 
for shared experiences. The annual Eurovision Song Contest is one of the 
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oldest examples. The effect of Europeanization manifests itself, among 
other things, in sport events, for example in football, which has become 
more European due to the UEFA European Championship games and the 
European Champions League that has increased European-wide visibility 
(and in the latter case also mobility) of the games (e.g. Kaelberer, 2004; 
Manners, 2006).  
Correspondingly, Anthony Smith (1992) suggests several kinds of 
shared European experiences. He states that despite the differences 
among European peoples in respect of language, territory and religion, 
there are shared legal and political traditions, as well as shared religious 
and cultural heritages, such as Roman heritage, Christianity, Roman 
Empire, the Renaissance, the Enlightenment, which are not shared by all 
Europeans “but at one time or another all Europe’s communities have 
participated in at least some of these, in some degree (p. 70)”. These 
political traditions and cultural heritages, as Smith suggests, constitute a 
family of cultures, common features that apply to majority of the 
European peoples. 
Despite the increasing visibility of the Europeanization and some 
shared characteristics, what does it mean to identify with Europe? It can 
mean different things for different nations and people. For instance, the 
study of Marcussen, Risse, Engelmann-Martin, Knopf and Roscher 
(1999) revealed that whereas for the British Europe primarily serves as 
its “other”, for Germans Europe and the European integration meant 
overcoming one’s own nationalist and militarist past, whereas French, in 
contrast, constructed Europe as the externalization of distinct French 
values of republicanism, enlightenment and the mission “civilisatrice”.  
When talking about the identifications within Europe one should 
know which Europe is discussed at each time. As we know, there is not 
only one Europe, but multiple Europes: Europe of the European Union 
(EU), the Western European Union (WEU), Europe of the European Free 
Trade Association (EFTA), the Council of Europe, and the Europe of the 
Organisation for Security and Cooperation in Europe (OSCE) and the 
North Atlantic Treaty Alliance (NATO).   
In media and in political discourse Europe is often used as a 
synonym for the European Union. One cannot find such a high degree of 
integration, e.g. of institutional and constitutional cooperation, nowhere 
else than in the EU. However, people may feel a sense of belonging to 
Europe in general, while feeling no attachment to the EU at all – and vice 
versa. Likewise, Bruter (2003) has divided the European identity into a 
civic and cultural component, of which dominance varies according to 
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country and over time. He notes that whereas civic identity is more likely 
to refer to the European Union, cultural identity may also refer to 
European civilisation at large. Thus, while the EU is usually defined in 
political terms, Europe at large covers the historically and culturally 
defined social space. Nevertheless, as several studies (Licata, 2001; 
Risse, 2004, p. 169) suggest, the EU has achieved identity hegemony in 
terms of what it means to belong to Europe.  
2.2 HISTORICAL ROOTS OF EUROPEAN 
IDENTITY 
The roots of the European idea can be traced far back in history. In his 
book “Inventing Europe” Gerard Delanty (1995) analyzes the origin and 
development of the idea of Europe from antiquity until the present. 
According to the author, the idea of Europe did not mean much to the 
Ancients. In contrast, as Delanty notes, the European civilization and 
culture have its origin in the Orient. For a long time Europe meant the 
wider Greek world, including parts of northern Asia. According to 
historians, contrary to general belief, the Roman Empire was not the first 
major European power, but rather a global superpower, although at that 
time Europe referred to a geographical region comprising most of the 
present continent of Europe (Mikkeli, 1998; p. 10; Delanty, 1995, p. 20). 
However, the split of Roman Empire in the year 395 to the eastern, 
Greek speaking Byzantine and to the western, Latin Christianity, was a 
defining moment for the idea of Europe, which now started to gain some 
cultural and ideological dimensions. The idea of Europe became 
increasingly associated with the Christian West.  
In the Middle Ages Christendom continued to dominate. Also, 
Charlemagne fought wars in the name of Christianity. Some historians 
have seen the period of Charlemagne’s kingdom as the original starting 
point of the European integration, since the Frankish state geographically 
resembled the EEC created by the six in the 1950s. However, as Heikki 
Mikkeli (1998, pp. 18–19) underlines Frankish state did not only achieve 
unity but also dichotomy and disarray. 
Many scholars (e.g. Mikkeli, 1998, p. 30; Delanty, 1995, Stråth, 
2002) suggest that the European unity was created and achieved by the 
sense of a common, outside enemy: Islam and the Turks. In particular the 
Christian Crusades, between the 10th and the mid 12th century, 
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demonstrate how the unity was driven by the hostility towards external 
enemies: Muslims or other enemies of the popes (Delanty, 1995, p. 22). 
According to Delanty, (1995, p. 23) Europe became increasingly formed 
against Islam from the seventh century on, but it was in fact the advance 
of the Ottomans from the east and the fall of Constantinople to the Turks 
in 1453 which finally raised the pressure on Europe to define itself 
(Schmale, 2008; Mikkeli, 1998). As Christendom and the European 
continent had become almost identical in meaning, the continent of 
Europe was interpreted as the geographical body of this Christian 
commonwealth, protected by the God (Schmale, 2008). 
However, Delanty (1995, p. 47) notes that the European identity was 
simultaneously shaped by two of its frontiers. On the one hand it was 
shaped by the conditions of the eastern frontier in the confrontation with 
Islam and the Turks. On the other hand, the European identity became 
increasingly formed against the western frontier. At the same time with 
the fall of Constantinople in the east, the horizons broadened in the 
western frontier when Columbus "discovered” America and thereby 
opened up a new view of the world. Besides Asia, about which the 
Europeans had always known more, and in which they had always been 
more interested, Africa and the "new” continent, America, represented 
new cornerstones in the Europeans' system of reference. Europe had to 
be situated anew, and this in turn encouraged a new consciousness of 
one's self, of Europe, in comparison with other continents (Schmale, 
2008). The acquisition of the New World strengthened a sense of 
European superiority at a time when Europe had failed to defeat the 
Muslim Orient. Europe became a normative idea of civilization: the 
European civilization was seen as superior compared to the cultures of 
other continents. As Delanty (1995, pp. 30–31) explains, the old alliance 
between Christendom and Europe was now replaced by the new tie 
between Europe and the West. It was the resistance to the Ottoman 
expansion and discovery of the New World when the European identity 
first started to emerge creating a new being: a European (Schmale, 2008). 
The unifying vision of Christendom was finally shattered by the 
Reformation and the wars of religion in the 17th century. Whereas Europe 
as a Christian commonwealth characterized the European unity in the 
Middle Ages and the early modern period, the new winds of modernity: 
the Renaissance and the Enlightenment anchored the European identity 
more strongly to European culture (Schmale, 2008; Delanty, 1995).The 
idea of Europe became the cultural model and served as a unifying theme 
of modernity (Delanty, 1995, p. 65). Europe was increasingly attributed 
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to such features as art, science, the art of war, expansion beyond the seas, 
natural riches, Christianity and the political system. (Schmale, 2008). In 
particular, the idea of progress started to describe the European 
modernity and was increasingly attached to the idea of Europe (Delanty, 
1995).  
Accrording to Delanty (1995, pp. 72–74) the French Revolution 
affected European society in many ways. It was a revolution against the 
old order, which concerned not only France, but the whole Europe. It 
also gave prominence to some universal ideas and ideals; as in the 
slogan, liberty, equality and fraternity became the key values. The 
creation of a nation of free and equal citizens became the common goal. 
Foremost, the Revolution contributed to the popularity of nationalism 
and it soon transformed itself into a French imperialist movement (p. 72). 
Napoleon, who became the First Consul of French Republic after the 
Revolution, saw in nationalism the spiritual seed of a new Europeanism. 
Napoleon aimed to create a European system, a common European law 
and a supreme court of justice, as well as a single European people. For 
Napoleon, Europe was already a cultural unity, and thus, his primary 
mission was to create a political unity of Europe. However, Napoleon’s 
goal was to create a French Europe where France would rule over the 
other nations, which would become a part of the French Empire. 
(Mikkeli, 1998.) The defeat of Napoleonic France led to conference of 
ambassadors of European states held in Vienna in 1815, purpose of 
which was to settle issues and redraw the continent's political map and 
most importantly, bring stability and peace to Europe. (Mikkeli, 1998, 
pp. 67–69; Delanty, 1995, p. 76). The idea of Europe as a peaceful 
community of nation states became more and more popular (Mikkeli, 
1998, p. 78). 
The 19th century was an age of nationalism. As Delanty (1995) notes, 
we can separate two different dimension of the European idea in that era: 
on the one hand, Christian humanist ideals based on reason, progress and 
science, and on the other hand, the ideal of European political unity. The 
idea of Europe became anchored in the nation-state and subordinated to 
the principle of nationality. Also the global context affected the idea of 
Europe. The concept of European identity started increasingly to signify 
a civilisation standing between America and Russia and became 
associated with international law (p. 78). However, the idea of Europe 
was finally sacrificed in the name of nationalism in 1914, in the 
beginning of the First World War. 
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With the growth of nationalism in the 19th century, several pan-
national ideas of Europe developed. Ariane Chebel D’Appolonia (2002) 
identifies three periods and forms of European nationalism. The first 
period, from the Enlightenment to year 1848, was determined by the 
perceptions of the uniqueness of the European culture and by intellectual, 
military and economic supremacy of European over non-European areas 
of the world. The second form, from 1848 to 1939, is called the phase of 
“United States of Europe”, which was motivated by the desire to adapt 
Europe to the demands of a new international environment, more 
precisely, to the beliefs of external menace. The idea of united, federal 
Europe was most strongly supported by Coudenhove-Kalergi, recognized 
as the founder of the first popular movement for a united Europe, Pan-
European Movement. Finally, the third expression of European 
nationalism appeared after the Second World War, combining elements 
of pacifism, of faith in market economy and of nostalgia for past glories. 
The focus of the next chapter is on that post war period, in particular in 
the institutional actions put forward by the European integration process 
to promote the idea of European unity in a new, more effective way. 
2.3 INSTITUTIONAL ACTS TOWARDS A 
EUROPEAN IDENTITY 
The construction of European identity is a political project. The EU has 
generally been regarded as an elite-guided mission (Kaina, 2006; Risse, 
2004; Deutch, 2006). Indeed, the gap between the political elites and the 
citizens becomes apparent in a study from 1998 (Spence, 1998) showing 
that top decision makers in the EU countries perceive EU membership 
much more positively compared to the public opinion; in other words, 
the attitude of the elites was twice as positive (94%) as the citizens (48%) 
(also Hooghe, 2002). The European integration has largely proceeded in 
a top-down manner from the elites to the citizens, and consequently, the 
European political elite has been anxious to legitimize its actions before 
its citizens. The relevance of public opinion becomes apparent by the fact 
that numerous EU projects have been rejected, when the citizens have 
been given a chance to voice their opinion: for example the failure of the 
Maastricht Treaty in Denmark in 1992 and more recently the rejection of 
the European Constitutional Treaty in France and the Netherlands in 
2005 reflect the critical mood among the citizens. The identity policy has 
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been generally regarded as an imperative means for the legitimacy of 
political system (e.g., Habermas, 1975; Beetham & Lord, 1998). Thus 
the political actions concerning the European identity from the 1970s to 
the 2000s will be discussed in this section.  
The very first step of identity building in Europe was taken in 1973 
when the European Community published a Declaration on European 
Identity.   
The first part of the document focused on the unity of the member 
countries and aimed to define the fundamental elements of European 
identity. The European identity, according to this document, should be 
based on common heritage, similar attitudes to life, the principles of 
representative democracy and to the rule of law, of social justice and the 
respect for human rights. The other role of the document, defined in the 
second section, aimed to enable the Community to achieve a better 
definition of its relations with other countries and of its responsibilities 
and the place which it occupies in world affairs. On the one hand the 
need to define institutionally the fundamental components of the 
European identity has been seen to be sped up by the membership 
applications from the countries, namely Greek, Spanish and Portuguese, 
which for a long time had been under fascist rule (Grillo, 2007), and on 
the other hand, it has been explained by the collapse of national 
economies and the effects of the oil crisis. In that sense the declaration of 
European identity was seen as the first attempt to consolidate Europe’s 
place in the international order (Stråth, 2002).  
The Commission-led European identity politics became more 
intentional in the eighties (e.g. Shore, 2000) and were launched in full 
force in 1985 when the ad hoc Committee on a People's Europe, known 
as the Adonnino Committee, submitted its final report to the European 
Council. The report focused, in particular, on the adoption of common 
symbols to strengthen the Community’s image and identity. The 
Committee’s proposition included following symbolic actions: 
Among the Union’s symbols, the flag with a circle of 12 golden stars 
on a blue background, taken up by the Community in 1986, was regarded 
as a symbol of identity par excellence. According to the Adonnino 
Committee, there was “clearly a need, for both practical and symbolic 
reasons, for a flag and an emblem to be used at national and international 
events, exhibitions and other occasions where the existence of the 
Community needs to be brought to public attention” (Chapt. 9.1). The 
music of the 'Ode to Joy' from Beethoven's ninth symphony was 
proposed as a European anthem and to be played at appropriate events 
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and ceremonies (Chapt. 9.2). The Committee also recommended the 
confirmation of the date of 9 May of each year as Europe Day. This date 
was seen to be of great significance to the Community and it was 
proposed in order to create awareness and give information about the 
Community in schools and in media (Chapt. 9.2).Moreover, the 
Committee proposed, among other things, that the Community should 
have own stamp which would “highlight the Community or its 
underlying values, or which commemorate particularly important events 
in Community history, such as the accession of Spain and Portugal” 
(Chapt. 9.3). Another suggestion was establishing a Euro-lottery to 
“make Europe come alive for the Europeans, an event with popular 
appeal could help promote the European idea” (Chapt. 3.11). In addition, 
creating European sport teams playing in the colors of Europe was 
proposed by the Committee (Chapt. 5.9.1).  
The idea of Europe became a political term and mobilizing idea at 
the end of the 1990s (Stråth, 2002). By launching the policy-package 
Europe of the Citizens in the early 1990s, a more effective approach for 
the creation of a political identity was taken. It was the Treaty of 
Maastricht, which established the citizenship of the European Union 
(article 8). The Treaty did not aim to replace national citizenship, but 
supplement it by granting new rights to citizens in order to heighten their 
awareness of their European identity. The Treaty provided the right of 
free movement and residence throughout the EU and the right to apply 
for work. Moreover, citizenship rights included the right to vote and to 
stand as a candidate in European and municipal elections in the state in 
which he or she resides (article 8b), the right to petition the European 
Parliament and to submit a complaint to the Ombudsman (article 8d) and 
the right of recourse in a third country to diplomatic representation of 
another member state, if the country of origin is not represented there 
(article 8c). Although introduced as early as in 1985, the new symbol of 
European citizenship, European passport, now became part of the 
citizens’ everyday life. Overall, the concept of European citizenship was 
closely linked to the idea of the European Union as a political union. In 
this sense, the concept of European citizenship was launched to solve the 
most salient democratic legitimacy problems of the Union (e.g. 
Walkenhorst, 2004). 
On the whole, the identity policy of the EU has been largely rooted 
in the identity policy of a nation-state (e.g. citizenship, foreign and 
security policy, culture) (e.g. Shore, 2000). The flag, the anthem, the 
Europe Day and the EU citizenship are all symbolic expressions of 
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unity–their purpose is to make the EU and the EU identity more tangible. 
Perhaps the most powerful identity effect was caused by the launch of a 
common European currency, euro, in 2002 in twelve European countries. 
Moreover, the European Commission and the European Parliament 
established a basis for identity politics when they introduced a common 
education policy, the European city of culture programme and language 
courses, among other things. The purpose of all these political actions 
and symbols was to strengthen the identity of the European Union and to 
make the European Union more legitimate in the eyes of its citizens. 
Indeed, some studies (e.g. Bruter, 2003) suggest that being exposed to 
European symbols does reinforce citizens’ sense of identification with 
Europe. Nevertheless, the adoption of the new European symbols 
alongside the traditional national symbols was not accepted without 
difficulty in some member states, which became apparent after the 
referendums for the Constitutional Treaty and negotiations of the Lisbon 
Treaty. 
The official symbols of the European Union were defined in Article 
8 of the European Constitutional Treaty. The Treaty included five 
symbols: the flag of twelve golden stars, the anthem ‘Ode to Joy’, the 
motto ‘United in diversity’, the common currency euro and 9th May as 
Europe day (European Convention, 2003). Due to the rejection of the EU 
Constitution by majority of citizens in France and the Netherlands, the 
above-mentioned symbols are still legally unbinding and it seems that 
they will remain that way in the near future as well. EU leaders could not 
agree to make them part of the Lisbon Treaty that entered into force in 
December 2009.  
However, symbols are only one part of the identity policy. 
Meanwhile in the beginning of the 21st century, the EU has continued to 
construct and harmonize European education and to ensure greater 
coordination in the fields of foreign and security policy (e.g. Lisbon 
Treaty, 2007). 
2.4 CURRENT IMAGE OF THE EU IN THE 
FIVE COUNTRIES 
The European integration is not a process run exclusively by the political 
elites, but instead it depends on public sentiments as well. In order to 
measure public support for the EU, the EU launches broad public opinion 
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surveys every half year in all of its member states. The evolution of the 
opinions in the member states has been monitored on behalf of the 
European Commission since 1973. The Eurobarometer Team, working 
under the European Commission, administrates and co-ordinates opinion 
polls within the EU member states (Eurobarometers, 2010). However, 
being monitored by the European Commission, Eurobarometers may be 
also seen as an intentional instrument (e.g. Demossier, 2007) as they for 
example contain an implicit idea of how to increase the strength of 
European identity (Kohli, 2000). Generally, the Eurobarometer surveys 
aim to address a large variety of issues relating to the EU such as 
European citizenship, enlargement, social situation, health, culture, 
information technology, environment, the euro and common defence.   
In the following, the opinions of EU citizens in the early 2000s will 
be examined in France, the UK, Germany, Finland and Sweden. Such 
issues as the image of the EU, support for the country’s membership, 
meanings of the EU and people’s attachment to the EU, as well as 
opinions on some current policy issues like enlargement, the euro, and 
common defence and security policy will be discussed to get an idea of 
the current state of European support and opinions in the five countries 
of this study. 
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Table 1. Public opinion on the EU in France, Britain, Germany,
Finland and Sweden 
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As indicated in Table 1, compared to other countries of this study, 
French people hold the most positive image of the EU. Instead, the UK 
and Finnish citizens have most negative attitude towards the European 
Union; just 28% in Britain and 34% in Finland consider it positively. 
Furthermore, as shown in Table 1, the attachment to the European Union 
is highest among the French in comparison with other countries of the 
study, while in Finland and in the UK the sense of European attachment 
is the lowest. However, if citizens are asked to choose between a 
European identity and a national identity, in all five countries of this 
study the national ties are perceived clearly stronger than the European 
ones. (Eurobarometer 69, 2008.) 
For almost half of Europeans, the European Union represents above 
all the freedom to travel, study and work anywhere in the twenty seven 
member states. The euro was the second most frequently mentioned item 
as Table 1 also demonstrates, but it was mentioned far more frequently 
by respondents in the eurozone countries. Yet another typical association 
of the EU was peace. (Eurobarometer 69, 2008.) 
The negative connotations were mentioned less frequently. The most 
common negative associations were bureaucracy and the wasting of 
money. For British, the EU also signified a loss of cultural identity. 
Therefore, when looking at the public’s perception of the EU’s image, 
British emerge as being far more pessimistic in comparison to the 
European average. (Eurobarometer 69, 2008.) 
More than half of Europeans consider that their country’s 
membership of the European Union is a good thing (52%) 
(Eurobarometer 69, 2008). The results were very similar ten years earlier, 
in 1998, when half of the interviewed considered EU membership a good 
thing, and three out of ten “neither good nor bad”, while only 12 per cent 
judged it a “bad thing” (Eurobarometer 49, 1998).  
Contrastingly, on a longer time span, it seems that there is a 
moderate rise in the belief of the citizens that EU membership has 
benefited their countries. Whereas in 1998 (Eurobarometer 49, 1998) 
46% of EU citizens believed that their country had benefited from the 
membership, 10 years later 54% of citizens were of that opinion 
(Eurobarometer 69, 2008).  
As Table 1 indicates, the membership is seen most positively in 
Germany, Sweden and France, whereas just 30% of British believe that 
membership of the European Union is a good thing (Eurobarometer 69, 
2008). The majority of Germans and Finns seem to consider that their 
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countries have benefited from the EU membership. As indicated in Table 
1, the percentage is much lower in the UK and in Sweden.  
Germans regard peace as a result of EU membership and they 
believe that membership of the European Union improves the co-
operation between Germany and other countries. Similarly, the benefits 
of the membership are attached to the improved cooperation between 
countries and to peace by Finns, but moreover, Finns also believe that the 
EU brings new employment opportunities and contributes to the 
economic growth in Finland. The majority of those citizens who do not 
believe that Finland has benefited from its membership say that Finnish 
people have very little influence on decision making at the level of 
European Union. Also, their opinion is that issues that are important for 
Finnish people are best dealt with at national level. In France half of the 
population considers that membership is a good thing; like in the other 
countries the benefits of the EU membership are explained by the 
improved cooperation between member states, maintenance of peace and 
increased security, and especially that the EU membership gives France a 
stronger say in the world. Instead, contrary to other countries, French do 
not believe that the EU has improved the economic growth of their 
country. (Eurobarometer 69, 2008.)2 
According to the opinion polls from spring 2008, whereas a majority 
of Swedes (68%), Germans (56%) and French (51%) consider that the 
interests of their country are well taken into account in the EU, most 
Britons (35%) and Finns (28%) are not as convinced. On the contrary. As 
many as 95% of Finns believe that the biggest countries have the most 
power in the EU and 75% of Finns do not believe that the interests of 
Finland are well taken into account in the EU (Eurobarometer 69, 2008).  
What comes to some current policy areas of the EU, French and 
German people appear to be the strongest supporters of the common 
defence and security policy and the common foreign policy. Sweden 
together with the UK seems to be the least enthusiastic supporters for the 
common foreign policy (51%) as well as for the common defence and 
security policy (54%). 
The support for the single currency remains strongest in Finland, 
although it is also high in France and Germany. In contrast a clear 
                                                          
 
 
2 British and Swedish national reports do not explicate the reasons behind the 
perceived benefits/non-benefits of the EU membership.   
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majority of the UK citizens are against the euro. Also, Swedes seem to be 
divided when it comes to the common currency. 
Of the five countries of this study, Swedes are most favorable 
towards further EU enlargement; more than half of the Swedish 
population is in favor of it which is more than the European average. In 
contrast, France and Germany, the two oldest member states of the 
European integration, seem to be most reluctant towards the future 
enlargement of the EU. A majority of the French and Germans are 
against further enlargements of the EU. (Eurobarometer 68, 2007.) 
Turkish membership seems to be particularly sensitive issue: most 
Germans are still against Turkish membership (63%), even if Turkey 
were to fulfill all the conditions set by the European Union 
(Eurobarometer 69, 2008). 
To conclude, French seem to have the most positive image of the EU 
while British hold the most negative attitude towards the European 
Union. For all the countries of the study, the EU foremost represents 
freedom to travel, study and work anywhere in the EU, but also some 
negative characteristics, such as bureaucracy, are commonly attached to 
the EU in all other countries except in France. French citizens seem to 
feel most attached to the EU, whereas the attachment appears to be 
lowest in Finland. Germans and French are the strongest opponents of 
the further enlargement of the EU, while the same countries are also the 
most enthusiastic supporters of the common foreign policy and the 
common defence and security policy. The euro is still opposed by the 
majority in the UK and in Sweden whereas Finns appear as the strongest 
supporters of the single currency. 
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3 EUROPE AND EDUCATION 
In the previous chapter the concept of European identity was explored. 
One key instrument in identity construction is the school education. As 
Anthony Smith (1992) has suggested, one answer for how to construct a 
sense of European identity could be a standardized, mass public 
education system.  
From the 1970s onwards and in particular in the late 1990s, the EU 
has aimed to more effective standardization and harmonization of 
educational systems. The aim of this chapter is to examine the efforts 
made at European level to establish a common educational policy.   
3.1 WHY EUROPEAN EDUCATION? 
Like the process of the European integration as a whole, the cooperation 
in the field of education was also sped up by the desire for economic 
growth, in particular in the late 1990s and in the beginning of the 2000s. 
At the Lisbon summit in March 2000, European Union leaders set out a 
new strategy to modernize Europe. Its aim was to make the EU "the most 
competitive and dynamic knowledge-based economy in the world 
capable of sustainable economic growth with more and better jobs and 
greater social cohesion" (Lisbon European Council, 2000). 
According to the European Commission (2008a), knowledge and 
innovation are regarded as “the most valuable assets, particularly as 
global competition becomes more intense in all sectors”. To achieve the 
ambitious goals set in Lisbon strategy, the modernisation of education 
system is needed so that in 2010, Europe would be “the world leader in 
terms of the quality of its education and training systems”.  
Thus, education is discussed primarily in relation to its contribution 
to economic growth, but in addition, the ideas of employment and social 
policy are brought into discussion (e.g. Alexiadou, 2005; Dale & 
  24 
Robertson, 2006). The review on European Commission’s educational 
sites (2008a) reveals that education is more framed by the market than by 
citizenship (also e.g. Kuhn & Sultana, 2006, pp. 4–8.) The absence of 
civic component3 in the EU education policy is unexpected, since the 
students will be the future citizens of Europe and play a part in achieving 
unity between different member states (e.g. Peck, 1997, p. 69).  
Although the main activities of the community have been driven by 
concerns about economic integration, the European Community had from 
the very beginning a common need for creating a sense of unity within 
the Community (e.g. Karlsen, 2002, p. 29). Education was recognized as 
a key sector for fostering and promoting so called European dimension4 
and European identity. As early as in the 1980s the creation of solidarity 
and European identity were frequently mentioned as the primary goals of 
European education policy. For instance Adonnino Committee’s report 
of People’s Europe (1985, Chapt. 5.8) unites the two ideas by stating 
“Action at Community level to encourage exchanges of young people 
between different Member States helps to promote the identity of Europe 
for young Europeans”. Moreover, the concept of European dimension in 
education was first defined in the resolution of 1988 by the Council of 
Minister as “to strengthen in young people a European identity and make 
clear to them the value of European civilisation and of the foundations on 
which the European peoples intend to base their developments today” (I. 
Objectives).  
It seems that the signing of the Maastricht Treaty in 1992 was a 
turning point in the use of the term European identity since after that the 
concept seems to have more or less disappeared from the EU education 
policy documents. This may be due to the fact that in the Maastricht 
Treaty’s article 6 European identity was given a complementary status5 
(e.g. Walkenhorst, 2004). On the other hand, the Treaty gave for the first 
time a legal foundation to the development of European dimension in 
education, and in that sense, aimed at developing a sense of European 
                                                          
 
 
3 A review on Commission educational sites in February 2010, however, revealed a 
stronger emphasis between citizenship and learning. 
4 European identity is often regarded as an element within the broader concept of 
“European dimension” to education (Lewicka-Grisdale & McLaughlin, 2002, p. 54). 
5 “The Union shall respect the national identities of its member states” (Maastricht 
Treaty, article 6). 
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identity among young people (see the educative measures in the 
Maastricht Treaty below). The Maastricht Treaty tied the notion of 
European identity more powerfully to a new concept of European 
citizenship (Lewicka-Grisdale & McLaughlin, 2002, p. 57) 
Due to transformations on global and subsequently on national level, 
the EU educational policy entered into a new phase after 1999. The 
education was now primarily seen as an instrument for employment and 
global economic competitiveness (Walkenhorst, 2005). However, besides 
playing a key economic role in the construction of the Europe of 
knowledge, education was also linked to employment policy and to 
initiatives pursuing social justice (Alexiadou, 2005). Although the recent 
developments in the policy field, in particular from the Lisbon strategy 
onwards, have tightened the link between education and economy, 
leaving the questions of civic as well as the identity-building functions of 
education aside and partly unanswered, the EU education policy seems to 
be motivated by all three of them (e.g. Alexiadou, 2005; Karlsen, 2002).  
3.2 EUROPEAN EDUCATIONAL POLICY6 
The first decades of the European cooperation were dedicated mainly to 
the objectives of economic integration and agricultural policy, and the 
cooperation in the field of education did not start before the 1970s. In 
1971, the ministers of education met for the first time and recognized the 
need for a greater cooperation in education. The first Community action 
programme in education was adopted in 1976 making cooperation in 
higher education a priority. This first implementation of the education 
action programme included some pilot projects, study visits and joint 
study programmes. (Pepin, 2007.)  
The educational cooperation was activated in a new way between the 
years 1985 and 1992. Closer international links between higher education 
institutions in Europe were developed as a result of several programmes, 
such as Erasmus, Lingua, Comett, and Petra, launched in 1987. At the 
same time, the budget grew rapidly. These programmes quickly became 
                                                          
 
 
6 Europeanization of education is an alternative term for European education policy. 
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very popular among students and educational institutions. (European 
Commission, 2008a; Pepin, 2007.) 
The Maastricht Treaty was another turning point for education 
cooperation in Community level (Pepin, 2007). Education was formally 
recognized for the first time as a policy area in the Maastricht Treaty. 
The Treaty’s article 127 states: "the Community shall contribute to the 
development of quality education by encouraging cooperation between 
member states and, if necessary, by supporting and supplementing their 
action, while fully respecting the responsibility of the member states for 
the content of teaching and the organisation of education systems and 
their cultural and linguistic diversity." 
Treaty continues by listing the specific aims of the Community: 
 developing the European dimension in education, 
particularly through the teaching and dissemination of the 
languages of the Member States;  
 encouraging mobility of students and teachers by 
encouraging the academic recognition of diplomas and 
periods of study;  
 promoting cooperation between educational establishments;  
 developing exchanges of information and experience on 
issues common to the education systems of the Member 
States;  
 encouraging the development of youth exchanges and of 
exchanges of socio-educational instructors;  
 encouraging the development of distance education. 
Although this was the first time that the responsibility of the 
European Community to promote the cooperation between member 
countries was recognized legally, the role of the EU in education and 
training policies was regarded as a supporting one. In some member 
countries like in Britain, the introduction of education in the Maastricht 
Treaty was not taken without reservations (Lewicka-Grisdale & 
McLaughlin, 2002, p. 56) regardless the fact that the national 
governments of member states were still responsible for their education. 
The subsidiarity principle was at the heart of educational cooperation and 
the member states remained the primary actors (Pepin, 2007).  
However, the atmosphere towards a European education policy 
changed in the 1990s partly due to the growing challenges of 
globalization and the rapid technological changes, which required new 
knowledge and skills from individuals and challenged the EU’s position 
in the knowledge-based economy and society. The international 
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competition became the centre of education. (Pepin, 2007; Walkenhorst, 
2005.) Thus, the lifelong learning, aiming to provide people of all ages 
with equal and open access to high-quality learning opportunities and 
encompassing learning for personal, civic and social as well as for 
employment-related purposes, became increasingly the guiding principle 
for the development of education and training policy (European 
Commission, 2000; Pepin, 2007).  
This objective took a major step in the launching of the Lisbon 
strategy in 2000 bringing education and training further to the forefront 
in its aim of achieving a Europe of knowledge. The strategy brought 
about the greatest changes to co-operation in the area and made 
education and training of key importance in the EU. After the Lisbon 
strategy was adopted, a new basis for policy co-operation was 
established, under the Education and training 2010 work programme7, 
which integrated all actions in the fields of education and training at 
European level e.g. the Bologna process, the Copenhagen process, 
exchanges of information and regular monitoring of performance and 
progress (European Commission, 2008a).  
3.2.1 School Education 
Whereas the university and higher education sector has been a subject to 
formal Europeanization since the seventies, the school education on the 
primary and secondary levels has been more sensitive area for the nation 
states and new reforms have taken place very slowly (e.g. Walkenhorst, 
2004).   
In the early 2000s the primary task of the European Commission in 
the field of school education was to enhance exchanges and cooperation 
between pupils and teachers as well as to help member states to work 
together to develop their school education systems. (Commission, 
2008a.) 
 
                                                          
 
 
7 The follow-up of “Education and training 2010 work programme” ”the strategic 
framework for European cooperation in education and training” (ET 2020) was adopted by 
the Council in May 2009 (Commission, 2010). 
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Comenius Programme 
The main channel for enhancing member states co-operation is the 
Comenius programme which focuses on the first phase of education, 
from pre-school and primary to secondary schools. Through the 
Comenius, the European Commission invests millions of euros each year 
in projects that promote such goals as improving and increasing the 
mobility of pupils and educational staff in different member states, 
enhancing and increasing partnerships between schools in different 
member states, encouraging language learning, innovative ICT-based 
content, services and better teaching techniques and practices, as well as 
enhancing the quality and European dimension of teacher training. 
(Commission, 2008a.) 
The Comenius is part of the Lifelong Learning Programme and 
according to the Commission (2008a, “Comenius”) it “seeks to develop 
knowledge and understanding among young people and educational staff 
of the diversity of European cultures, languages and values. It helps 
young people acquire the basic life skills and competences necessary for 
their personal development, for future employment and for active 
citizenship”. 
Developing School Policies 
The development of school education policies and systems is another 
central aim of EU’s educational policy targeted at primary and secondary 
schools. Thus, the role of the Union is to gather the information and 
analysis and support member states by facilitating the exchange of 
information and good practice. The objective is to revise and reform the 
school curricula to be in line with the social and economic changes. In 
order to help member states in this challenging task, the EU has set the 
European Union's framework of key competencies. These key 
competences include: improving literacy, extending access to pre-school 
provision and strengthening teacher education. (European Commission, 
2008b.) 
In particular, the quality of teacher education has been one of the 
major concerns of the European Commission and it aims to improve the 
education in several ways (ibid). The key role played by the teachers in 
building a European Community has been noted by different actors. For 
instance, teachers associations e.g. the European Association of Teachers 
(AEDE) and the Association for Teacher Education in Europe (ATEE) 
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have contributed to the teaching and learning about Europe, in 
developing partnerships between schools and harmonization of teacher 
training (e.g. Peck, 1997).  
 
Practical Examples: European School Portals and European Schools 
Besides on the level of policies and programmes, the Europeanization 
can also be seen in class-rooms of primary and secondary schooling.  
In particular the growth of information and communication 
technologies (ICT) in schools has brought new possibilities for the 
promotion of European dimension. For instance, from the late 1990s 
onwards, many online communities, such as the European Schoolnet, 
myEUROPEschools and eTwinning portal, have been established to 
bring together teachers and pupils from different member states and to 
enhance common European identity. 
The establishment of European schools is another practical example 
of how the European dimension is brought to education. The first 
European school for children of EC-officials was founded in Luxemburg 
in 1953. The European Schools (2008) are official educational 
establishments controlled jointly by the governments of the member 
states of the European Union and they are legally regarded as public 
institutions. The idea of European schools has two main characteristics. 
First, all teaching takes place in multinational classes allowing direct 
contact between pupils from different nationalities. Second characteristic 
is to emphasize the role of foreign languages in teaching. Basically, the 
foreign language is not only the object of instruction but also the working 
language. Thus, the European schools can be seen as a real example of 
European level cooperation enhancing the understanding of diversity of 
European cultures and languages. 
3.2.3 Higher Education 
The major European level changes in educational policies have taken 
place in higher education. The main tools for putting the Europeanization 
in practice have been the mobility and exchange programs targeted at 
university students and teaching staff. 
During the first years of the 2000s, higher education has undergone 
the most radical changes of its history. In particular, the Bologna process, 
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launched in 1999 by 29 countries to create convergence between higher 
education systems and achieve a European higher education area by 
2010, was the major step taken by the member states to enhance the 
European dimension in education. The creation of European Higher 
Educational Area (EHEA), involving currently 46 countries, aimed to 
facilitate mobility of people, transparency and recognition of 
qualification, quality and European dimension in higher education, as 
well as attractiveness of European institutions for third country students.  
In order to facilitate the mobility of students and teachers abroad, the 
European Commission launched the Lifelong Learning Programme in 
2007, integrating various educational initiatives under a single umbrella 
(European Commission, 2008a).  
Moreover, to facilitate recognition of studies abroad, for both 
academic and professional purposes, several initiatives have been 
launched at European level, including the European Credit Transfer and 
Accumulation System (ECTS) and the Diploma Supplement and the 
establishment of a European Qualifications Framework (EQF). The EQF 
applies to all types of education, training and qualifications, from school 
education to academic, professional and vocational, and aims to facilitate 
the transfer and recognition of qualifications of EU citizens, by linking 
qualifications systems at the national and sectoral levels and enabling 
them to relate to each other (European parliament, 2008). Therefore, in 
the future, for example a Finnish person might more easily apply for a 
job in another country, like in Italy, when the Italian employer could use 
the EQF reference to get a better idea of how Finnish qualifications 
compare to Italian ones.  
All these developments on European level have brought changes to 
the national educational systems and institutions, and therefore, some of 
them will be given a closer look below. 
Mobility 
Encouragement of greater mobility of students and teachers has been the 
primary play ground of the European educational policy. The Erasmus 
program, launched in 1987, is the EU’s flagship education and training 
programme. Since its launch, it has enabled many hundreds of thousands 
of university students and teaching staff to study or teach short periods in 
another country of the European Union or the European Free Trade 
Association (EFTA) (e.g. Peck, 1997). According to European 
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Commission (2008a, “Erasmus”) “few, if any, programmes launched by 
the European Union have had similar Europe-wide reach. Around 90% of 
European universities take part in Erasmus and 2 million students have 
participated since it started in 1987. The annual budget is in excess of 
€400million, more than 3,100 higher education institutions in 31 
countries participate, and even more are waiting to join”.  
In 1995 Erasmus became incorporated into the Socrates programme 
which covered education from school to university to life long learning. 
The Socrates programme, which ran between the years 1994 and 2006, 
was perhaps the best known educational initiative set up by the European 
Commission to strengthen the European dimension in education at all 
levels and to promote cooperation and mobility throughout education. 
The second phase of the Socrates Programme ended in 2006 and Socrates 
was replaced by new educational programme, Lifelong Learning 
Programme. Erasmus continued to exist as part of the new programmes 
after certain modifications.  
Whereas the Erasmus is aimed at higher education, the Leonardo da 
Vinci programme offers the same opportunities in the field of vocational 
education and training (VET) aiming at giving individuals the chance to 
improve their competences through a period abroad and enhancing 
Europe-wide co-operation between training organisations. (European 
Commission, 2008a.) 
The European Commission (2008a) also provides other programmes 
such as Tempus, which promotes the cooperation in countries 
surrounding the EU. Tempus was established in 1990, right after the fall 
of the Berlin Wall, and it now covers 27 countries in the Western 
Balkans, Eastern Europe and Central Asia, North Africa and the Middle 
East. The Erasmus Mundus programme, parallel programme to Erasmus, 
enhances the visibility and attractiveness of European higher education 
through scholarships and academic cooperation in third countries. 
Grundvig is a program indented for adults to increase the number of 
people in adult education and to support adult learning mobility. 
Mobility has been and remains a key factor in the Europeanization of 
higher education in the EU. It gives many university students the chance 
to live for the first time in a foreign country, and it has in a way reached 
the status of a social and cultural phenomenon. In other words, it has 
made the European Union more concrete and relevant in the lives of 
increasing number of students and teachers. 
However, recently the Europeanization of higher education has also 
taken major steps through other means. In particular the Bologna 
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process, including three-cycle system and the ECTS, has been a major 
push for the integration of European dimension to national level practices 
and simultaneously made the EU more concrete in the lives of millions 
of students across Europe.  
Bologna Process 
The Bologna Process is named after the Bologna Declaration, which was 
signed in the Italian city of Bologna on 19 June 1999 by ministers in 
charge of higher education from 29 European countries. Bologna process 
was originally an intergovernmental agreement between the EU and non-
EU countries. Even though it was established outside the EU institutions, 
the EU Commission plays an important role in the implementation of the 
process. Since its launch, it has put in motion a series of reforms needed 
to make European higher education more compatible and comparable 
and to increase the international competitiveness of the European system 
of higher education (Bologna Declaration, 1999). In 2008, the process 
unites 45 countries all of which are committed to the goals of European 
higher educational area. The main priorities of the Bologna process are: 
introduction of the three cycle system (bachelor/master/doctorate), 
recognition of qualifications and periods of study, promotion of mobility 
and quality assurance.  
Three Cycles 
Introduction of the three-cycle system took place in two phases. First, in 
the Bologna Declaration the ministers responsible for higher education 
affirmed their intention to implement a system based essentially on two 
main cycles: first 3-year cycle awarding bachelor degree and the second 
2-year cycle awarding master’s degree. The second phase took place in 
2003, when the ministers in charge for education drew attention to the 
need to go beyond the present focus on two main cycles and to add the 
doctoral level as the third cycle of higher education. (Bologna 
Declaration, 1999; Eurydice, 2007.) 
The access to the third cycle is generally based on possession of the 
qualification awarded at the end of the second cycle. In the majority of 
the Bologna Declaration signatory countries, research training forms a 
part of doctoral programmes and is additional to individual research. The 
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notional duration of doctoral degree is three years or longer8. (Eurydice, 
2007.) 
In most countries that introduced the new three-cycle structure after 
the signature of the Bologna Declaration, it was phased in gradually so 
that two systems exist alongside each other for several years, normally 
until students who began their studies under the previous structure have 
graduated. At the start of the 2006/07 academic year, the three-cycle 
structure was in place in virtually all 45 signatory countries (Eurydice, 
2007).  
ECTS 
The European Credit Transfer System (ECTS) was originally introduced 
in 1989, within the framework of Erasmus. The ECTS was set up 
initially for credit transfer. Thus, the system facilitated the recognition of 
periods of study abroad and thus enhanced the volume of student 
mobility in Europe. Recently, with the Bologna declaration in 1999, it 
has become one of the key elements in the process of making the 
structure of European higher education more consistent. The ECTS is 
developing into an accumulation system to be implemented at 
institutional, regional, national and European level.  
According to the European Commission (2009), the reasons for a 
common credit system were many: First, the ECTS makes study 
programmes more readable and comparable for the students, local and 
foreign. The ECTS facilitates mobility and academic recognition. 
Second, the ECTS helps universities to organise and revise their study 
programmes since it can be used across a variety of programmes. Third, 
the ECTS makes European higher education more attractive for students 
from abroad.  
                                                          
 
 
8 There are variations between countries, for example in Finland and Sweden the full-
time duration for doctoral studies is set at four years (Eurydice, 2007, p. 24). 
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3.3 A EUROPEAN TEXTBOOK  
3.3.1 Franco-German Textbook 
Completely new kind of attempt to reinforce the sense of belongingness 
between European countries through education was taken with the 
common project of the Franco-German history textbook. The first jointly 
written volume was published in March 2006 and was designed for the 
final class students of French and German secondary schools.  
The idea of joint history textbooks project was first presented by the 
Youth Parliament on the 40th anniversary of the Élysée Treaty, founding 
document of Franco-German reconciliation, on 23 January 2003 in 
Berlin. Both the President of the French Republic, Jacques Chirac, and 
the Chancellor of the Federal Republic of Germany, Gerhard Schröder, 
liked the proposition and as a consequence, in 2004, the Council of the 
common ministers confirmed the decision to propose a common Franco-
German history textbook. (French Ministry of Education, 2009.) 
Both German and French experts participated in the development 
and drafting process. The book was published by Editions Nathan in 
Paris and Ernst Klett in Stuttgart in two versions, French and German, 
which were strictly identical in content and presentations. 
The first volume covers the period from European reconstruction 
after Second World War until the present day. The second volume was 
published in April 2008. It is intended for 11th grade in Germany and 
premiere in France and covers to the period from the Vienna Congress to 
1945. The third volume is intended for 10th grade in Germany and 
seconde in France and covers the period from Antiquity to Romanticism.  
The first volume consists of five chapters: The first chapter deals 
with the memory of the Second World War and the years 1945-1949. 
The second chapter deals with Europe in the bipolar world of the United 
States and the Soviet Union from 1949 to 1989. The third one focuses on 
Europe’s place in the world from 1989 until today. The fourth chapter 
concentrates on the technical, economical, social and cultural 
transformations since 1945, and the fifth chapter deals with Germany and 
France after the year 1945. (Nathan/Klett, 2006.) Since the textbook 
covers the same historical periods as the other national textbooks of this 
study, it will be analyzed more closely in the results section (see chapter 
7.6).  
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3.3.2 A Shared European Perspective: A European 
Textbook? 
Foremost, the common history textbook was meant to be a symbol of 
reconciliation between France and Germany. According to the French 
Ministry of Foreign and European Affairs (2006), it also marked another 
step in the work of deepening relations between the two countries and 
especially in the specific construction of an everyday Europe and the 
sense of sharing a common destiny. In that sense the textbook aimed to 
contribute to the construction of Europe. It was not only seen as a matter 
of an initiative trying to create a common Franco-German vision, but it 
was also seen as an entirely new kind of project that could serve as a 
driving force for the European integration. In other words, it did not only 
aim to promote closer relations between France and Germany but it was 
also seen as a model for the future European history textbooks. (French 
Ministry of Education, 2009; French Ministry of Foreign and European 
affairs, 2006.) 
Inspired by the Franco-German experience, the creation of common 
European textbook was proposed by the German Education Minister, 
Annette Schavan, during the German EU presidency in 2007. According 
to Schavan, education is essential for shaping identity and for social 
cohesion in Europe, and one way of highlighting common European 
culture would be the creation of a pan-European history textbook for 
pupils. (BBC News, 2.3. 2007.) However, this proposition did not 
receive a favorable welcome from all member states. Instead, some 
believed that the creation of a shared version of history would be an 
impossible task for the member states. For instance, a Finnish historian 
Seppo Hentilä (2007) asks, how Europe would be presented 
geographically, and what would be the role of such peripheral countries 
as Finland in the presentation of common history, supposing that the 
history of each member state should be devoted equal space and 
emphasis. According to Hentilä, it would not be difficult to find several 
conflicting interpretations of the same historical events.  
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3.4 EUROPEANS’ SUPPORT FOR 
COMMON EDUCATION IN THE FIVE 
COUNTRIES 
Previously in this chapter, I have intended to illuminate education policy 
from the EU’s perspective. Above I have discussed how the European 
level educational actions have increased radically during the past 20 
years, especially, in the first decade of the 2000s. The aim of this chapter 
is to examine shortly how these changes have been received on the 
national level. I assume that the fast Europeanization of education has 
not happened without difficulty and divergent views at the grass roots. 
Unfortunately such primary information is often unofficial and not 
documented (Turunen, personal communication, 2008; Nousiainen, 
personal communication, 2008). Therefore, I have to settle for the 
information offered by the opinion surveys among Europeans. 
On the basis of the Eurobarometer 67 (2007), it seems that people 
are more strongly for than against the common educational measures. 
The opinion survey includes five questions about common education. 
They concern teaching school children about the way European 
institutions work, a common European history book, a common 
European curriculum for teachers, the creation of European schools and 
developing and enhancing existing exchange programmes between 
European schools and universities.  
The Eurobarometer report paints a positive picture of common 
education. The main message transmitted through the report is 
“Europeans are in favor of the introduction of common educational 
measures” (p. 193). For instance, the report states “two-thirds of 
Europeans are in favor of giving all pupils and students in the European 
Union a common European history book (68%) (p. 194)”. It continues 
“the same percentage of Europeans is in favor of the introduction of a 
common European curriculum for all teachers (68%) (p. 195)”. Since 
both of these questions concern very sensitive areas for the national 
educational policy, the percentage seemed rather high and therefore, I 
wanted to take a closer look at the used instruments (questions). Indeed, 
                                                          
 
 
 It would require another PhD study to explore the decision-making on national and 
European level in all five countries of my study. 
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it seems that the conclusions drawn in the Eurobarometer report are 
distorted because people, the respondents in EU member states, are not 
asked whether they are for or against these educative measures, but 
instead, they are asked “For each of the following measures that could be 
taken to teach pupils and students about the European Union, do you 
think that it is an efficient or an inefficient measure? (p. 42)” Asking 
whether something is an efficient or inefficient measure is different than 
asking people’s support for those things and this, in my opinion, is the 
main reason behind the achieved high support for some educative 
measures. 
The first question concerning teaching school children about the way 
European institutions work, makes the only exception for the used 
instrument. In this case the respondents were asked whether they were 
for or against it. Teaching children in school about the EU institutions 
was highly supported in all five countries of this study: the most 
enthusiastic support being in Sweden (93%), in Germany (91%), in 
Finland (91%) and in France (89%) and the least enthusiastic in the 
United Kingdom (78%).     
Overall, all four educative measures were regarded as efficient 
measures. Developing and enhancing exchange programmes between 
European schools and universities was seen as the most efficient 
measure. After all, exchange programmes are the oldest form of 
European education policy. On the other hand, the creations of European 
schools, a common European textbook and a common European 
curriculum for teachers were not seen as that efficient. The support for all 
these actions was generally highest either in France or in Germany and 
lowest in the United Kingdom, but also in Finland and in Sweden. In 
particular Finnish respondents did not regard the creation of a common 
European curriculum for teachers as an efficient measure (only 39% 
support).  
The picture of Europeans’ support for the common education 
becomes very different when it is asked in another way in the 
Eurobarometer 68 (2007), and a half year later. In this opinion survey, 
people are asked whether they prefer that decisions on the education 
system are made by the government or jointly within the European 
Union. Clear majority of people from all five countries thought that the 
educational decisions should be made by the national government. 
Support is strongest among Finns (82%), Britons (80%) and Swedes 
(75%). Joint decisions are most supported by Germans (40%), but also 
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most Germans prefer decisions to be made by the national Government 
(58%).  
  
 
39 
4 SOCIAL REPRESENTATIONS 
The social psychology was largely dominated by individualist orientation 
in the 1960s and 1970s, when the social representation theory was 
introduced by Serge Moscovici (1961). As a theory of social knowledge, 
the social representation theory (SRT) emphasized the role of social 
relations, communication and society in the understanding of diverse 
phenomena. The SRT overcame the dichotomy between psychological 
and sociological approaches enlarging social psychology so that it 
integrated the levels of society, culture and the individual, at the time, 
when only a few approaches in social psychology addressed the 
psychology of social phenomena (Jodelet, 2008; Wagner, 1998). In that 
sense, the social representations theory challenged the traditional 
approaches in social psychology by underlining the interdependence and 
inseparability of individual and social in the construction of social 
knowledge (e.g. Moloney, 2007; Jodelet, 2008).  
The founding father of the theory, Serge Moscovici (1973, xvii), has 
defined social representations as  
a system of values, ideas and practices with a twofold function: first to 
establish an order which will enable individuals to orient themselves in 
their material and social world and master it; and secondly to enable 
communication to take place among members of a community by 
providing them with a code for social exchange and a code for naming 
and classifying unambiguously the various aspects of their world and 
their individual and group history.   
In other words, social representations have two primary functions, 
they enable people to master their material and social worlds and they 
enable people to communicate.  
Social representations are shared knowledge by a community. 
Individuals do not form their thinking in isolation, but instead the 
communication and interaction with others gives direction to their own 
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thoughts and actions. In that sense social representations interconnect the 
individual and social world.   
To understand the social nature of social representation, Moscovici 
(1984) has proposed an idea of triadic relations between the self (ego), 
other (alter) and the object. From this semiotic triangle, as he calls the 
relations between ego-alter-object, it follows that individuals do not react 
to a social phenomenon but to a shared image of the phenomenon itself. 
In other words, we need to be in relationship with others to give meaning 
to the object and to be able to develop common codes for communication 
and social interaction.  
Social representations emerge from communication processes and at 
the same time become the object of communication between individuals 
and groups. Representation is both an activity, the process of 
representing, and an outcome, a representation (Bauer & Gaskell, 1999). 
According to Moscovici (1984) once created in the course of 
communication and cooperation, social representations live a life of their 
own. Despite this autonomous character of social representations, they do 
not simply result from powerful external forces. As Moscovici (1984) 
notes individuals are not passive receptors, but on the contrary, “they 
think for themselves, produce and ceaselessly communicate their own 
specific representations and solutions to the questions they set 
themselves” (p.  16). For him (1981, pp. 182–183) the study of social 
representations is about studying people asking questions and looking for 
answers–people who think, not just process information. He argues 
(Moscovici & Marková, 1998) that knowledge is not conditioned by 
society but made by society and “events, sciences and ideologies simply 
provide them with food for thought” (1984, p. 16). This is what he means 
by the notion of thinking society.  
In other words, one characteristic, often attached to social 
representations, is their prescriptive nature, meaning that they in a way 
impose themselves upon individuals with an irresistible force and guide 
the behaviour of people (Moscovici, 1984). At the same time, as pointed 
out above, individuals have an active role in the formation of social 
representations.  
Besides being prescriptive, social representations are often described 
by consensus (Flament, 1994a; Flament & Rouquette, 2003, p. 109). 
They provide a basis of shared understanding of objects, people and 
events. However, consensus does not mean unanimity (ibid; Moscovici, 
2001, p. 33). Despite a shared context of understanding, individuals may 
have divergent views concerning any given object. These differences are 
  
 
41 
structured around shared representations of that object (cf. “social 
representations as organizing principles” Doise et al., 1993). Indeed, 
Moscovici (1994; also 2001) suggests that social representations are not 
completely shared since “if all people pictured things to themselves in a 
similar way, they would be nothing but mirrors engaged in specular 
conversations. In short, they would be a mass of individuals reproduced 
in thousands of exemplars, not a real society. In real societies, people 
routinely understand some statements as agreeing with their social 
representation and others as conflicting with it.” (p. 168.) In this sense, 
Moscovici puts weight on the importance of argumentation and negation. 
This idea is consistent with Michael Billig’s (1991) suggestion, 
according to which, instead of the notion of thinking society, social 
representation theorists should talk about arguing society. 
In the following sections, I will give an account of the complex 
phenomena of social representations. I will first focus on the roots and 
development of the theory. After that, I will consider some major tools 
that SRT provides for the empirical research. Then, I will discuss the 
linkage between social identity and social representations, especially in 
the European integration context. After that, some critical views are 
brought into the discussion. Finally, this chapter concludes with the 
presentation of the research questions of this study. 
4.1 SRT–PAST AND PRESENT 
A key feature of the theory of social representations is its focus on 
common sense knowledge. In the following section, I elucidate some 
fundamental ideas behind social representations as a theory of common 
sense knowledge, its history and development as one of the major 
theories in the current European social psychology. 
4.1.1 Theory of Commonsense Knowledge 
Theory of social representations is a theory of common sense or common 
knowledge (e.g. Bauer & Gaskell, 2008). The points of departure for the 
study of social representations were the questions, such as how scientific 
knowledge is transformed into common knowledge and what is the 
genesis of common sense ideas about various scientific disciplines 
(Moscovici & Hewstone, 1983). Moscovici was originally motivated by 
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the problem of transformation of scientific knowledge into common, 
ordinary knowledge (Moscovici & Hewstone, 1983; Moscovici & 
Marková, 1998). Social representations are often portrayed as a sort of 
raw material (Moscovici & Hewstone, 1983, p. 118) or instances 
(Jovchelovitch, 2008) of common sense knowledge. Respectively, 
common sense can be based on social representations (Moscovici, 1984). 
In other words, as Bauer and Gaskell (2008) note, social representations 
are the key to analyze and understand the phenomenon of common 
sense–to elucidate the underlying processes like origins, structures and 
functions of common sense understanding of a social phenomenon.  
People have several modes of thinking and knowing, such as 
scientific, religious, ideological and common sense thinking. For 
Moscovici (1981; 1984; Moscovici & Marková, 1998) the difference 
between scientific and common sense knowledge was of special interest. 
According to him (1981; 1984) these two ways of knowing and thinking 
belong to different universes: reified and consensual. The sciences are 
means by which we understand the reified universe, while social 
representations deal with the consensual (Moscovici, 1984, pp. 20–21). 
The reified universe and the consensual universe are different in that the 
former tries to explain the world independent of people, while the latter 
is based on the negotiations and communications between people. In the 
reified universes, society is characterised as an unequal system of 
different roles and classes where people acquire their merit as a 
competent professional (e.g. scientist, doctor or lawyer). In contrast, in 
the consensual universe society consists of free and equal individuals. In 
the former, thinking proceeds from premise to conclusion and relies on 
what is considered to be pure facts, while the latter relies on collective 
memory, folk culture and consensus. However, both ways of thinking are 
based on reason. In other words, as Moscovici (Moscovici & Marková, 
1998, p. 388) notes “common sense is as rational as any kind of 
thinking”. This means that in SRT common sense is not regarded as a 
lesser form of knowledge that should be replaced by a superior form of 
knowing, which would be science in the modern world (Jovchelovitch, 
2008). On the contrary, as Jovchelovitch (2008) notes, different systems 
of knowledge (e.g. science, common sense, religion, ideology) co-exist 
side by side fulfilling and answering different functions and needs in 
social life. 
Moscovici (1961; 2008, pp. 190–191; 193) referred to this very same 
idea in his seminal work on psychoanalysis by introducing a concept of 
cognitive polyphasia. By cognitive polyphasia he meant the plurality of 
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thinking; in other words he suggested that different and even conflicting 
modes of thinking can co-exist within an individual, institution, group or 
society. By this he (Moscovici & Marková, 1998) intended to say, among 
other things, that even a most professional scientist could not think 
completely aloof from the other ways of knowing, but like everyone else 
he or she was a subject to the pressures of social life. 
Indeed, the issue of science and common sense continues to be a 
daunting problem among social representational theorists (e.g. 
Jovchelovitch, 2008; Bauer & Gaskell, 2008). The distinction between 
the realm of science and the realm of everyday life has been the object of 
severe criticism (e.g. Purkhardt, 1993; Bauer & Gaskell, 1999, Collavin, 
2007). Most scholars (e.g. Bauer & Gaskell, 1999; 2008; Collavin, 2007; 
Jovchelovitch, 2008; Purkhardt, 1993) argue that reification and 
consensual processes play part in common sense as well as in science.  
Moscovici’s study on social representations of psychoanalysis was 
an example of the way reified universe of science was transformed in the 
common knowledge of consensual world. Moscovici’s goal was to 
underline the path from science to common sense, while the question of 
how common sense challenged the scientific knowledge remained 
unsolved (Bauer & Gaskell, 2008; Jovchelovitch, 2008). Indeed, within 
social representations research, the starting point has usually been the 
transformation of scientific knowledge into common sense, while 
researchers have less frequently focused on how social representations 
influence the structure and content of science (Howarth, 2006). This two-
way interrelationship between science and common sense becomes 
intriguing in the context of education, the framework of this study, since 
different ways of thinking arise in educational contexts and in textbooks. 
Thus, we can ask how much education is affected by science and by 
common sense. Correspondingly, we can speculate how much textbooks 
are reflected by pure facts of science and by the cultural values and 
collective memories based on common sense knowledge.  
 Moscovici (1984) has claimed that in traditional societies the 
transformation of knowledge was more from consensual to reified, but in 
modern societies common sense is science made common. Thus, he does 
not deny the existence of two-way relations between science and 
everyday life, but underlines that whereas the old kind of common sense 
thinking gave birth to science, the revolution of communications has 
allowed the spread of new kind of common sense–the science is made 
common sense in particularly through the media (Moscovici & 
Hewstone, 1983, p. 105). Moscovici was fascinated by the new common 
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sense–how everyday conversations and beliefs were increasingly 
displaced and enriched by modern science (Bauer & Gaskell, 2008).  
Moscovici wanted to draw attention to common sense thinking, 
which in the 1960s was overshadowed by social psychological research, 
and place it in the heart of social psychology (e.g. Moscovici & 
Marková, 1998). According to Moscovici (1984) one should examine 
how scientific thinking and common sense thinking occur. There is 
tension between the two universes and new social representations emerge 
especially in the times of crisis or when new discoveries and conceptions 
become popularized in everyday speech. However, as some social 
representational theorists (e.g. Duveen & Lloyd, 1990; Wagner, 1998) 
have suggested, not all representations originate from reified universe of 
scientific knowledge, but may as well be phenomena of consensual 
universe, like themes such as gender, unemployment or eating. Due to 
this extension of the theory, some scholars, such as Michael Billig 
(1991), have demanded a clearer separation between common sense and 
social representations. 
4.1.2 Roots 
The initial idea of the concept of social representation has its roots in the 
work of several authors; such personalities as Lewin, Piaget, Durkheim, 
Lévy-Bruhl, Vygotski and Holton, among others, are referred in the 
many writings of Moscovici. However, according to Moscovici (2000) 
there are two traditions of research that influenced the genesis of the new 
concept the most. Moscovici was particularly fascinated by Lévy-Bruhl 
whose work he viewed as “the catalyst for the initial theories of Piaget 
and Vygotsky” adding that it was “to their efforts to explain, in 
psychological terms, the concepts of the French anthropologist that a new 
psychology emerged” (Moscovici, 2000, p. 214). Although this was the 
starting point, Moscovici underlines that these theories had some 
fundamental differences, and thus, they should be regarded as two 
divergent traditions: “Piaget following Durkheim and Vygotsky 
following Lévy-Bruhl” (ibid, p. 219). Whereas Moscovici adopted the 
concept from the former, the latter tradition brought the idea of 
interdependence of culture and the individual mind to SRT (Moscovici & 
Marková, 1998). In this section, I concentrate on the former tradition that 
has created more discussion in Moscovici’s texts.  
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In a conversation between Moscovici and Marková (1998), 
Moscovici clarifies the origins of his ideas. Particularly Moscovici 
underlines the significance of Piaget in the discovery of the theoretical 
notion of representation. He explains that during the time when his ideas 
were still intuitive, he was looking for a concept that would be helpful in 
studying common sense. This is where, according to Moscovici, the 
influence of Piaget came in, as he noticed that Piaget studied the 
common sense of children, which he was trying to do with adults.  
Usually the origins of the SRT are traced back to Durkheim’s 
concept of collective representation. But contrary to the general beliefs, 
in the conversation with Marková, Moscovici notes that he had only read 
Durkheim’s paper on individual and social representations before the 80s 
and points out that the influence of Durkheim was more indirect than 
direct through Piaget’s theoretical concepts of symbolic thinking and 
moral judgment (Moscovici & Marková, 1998, p. 395.) 
However, elsewhere Moscovici (1981; 1984) gives more merit to 
Durkheimian influence on the concept of social representation. 
Moscovici clarifies that the use of the term “collective” was more typical 
in the 19th century and was often used instead of term “social”, which 
according to Moscovici, better characterizes modern societies, marked by 
diversity and change (Moscovici & Marková, 1998, pp. 400–401).  
Moscovici (1981; 1984) notes that the distinction between the two 
concepts–collective and social representation–is needed for many 
reasons. He claims (1981, p. 186; 1984) that whereas Durkheim’s 
collective representations “are an explanatory term designating a general 
class of knowledge and beliefs like science, myths and religion”, for him 
“they constitute phenomena that must be described and explained”. In 
other words, for Durkheim, collective representations are a very general 
category that includes broad elements such as science, ideology, 
worldview and myth. However, he does not distinguish between these 
different forms of thinking, which is why for Moscovici the concept of 
representation loses its distinction and clarity. For Moscovici (1981, p. 
186) “social representations are phenomena that are linked with a special 
way of acquiring and communicating knowledge, a way that creates 
realities and common sense”. 
Durkheim characterized the collective representation as being shared 
by all members of a society, being stable across generations, and as 
having a static nature. Moscovici drew on Durkheim’s notion of a shared 
idea, but Moscovici’s idea of a shared representation differed from it in 
that he did not agree with the notion of stability across generations or that 
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the representation was static in nature. For Moscovici, the representation 
is born out of the critical nature of humans and is thus changing and 
dynamic. For Durkheim the collective representation is already in place, 
passed on through generations and not available to be created or re-
created. Therefore for Durkheim, we have no part in creating collective 
representations, but we are subjected to them through socialization 
processes. In contrast, Moscovici argues that we both create and use 
representations. The difference in Durkheimian and Moscovician concept 
is also related to the fact that Durkheim creates a separation between 
individual and collective representations, whereas according to 
Moscovici these cannot be separated as the individual and social 
representations are always in interaction.  
4.1.3 Development and the Present 
In her recent text, written to celebrate the English translation of La 
Psychoanalyse, Denise Jodelet (2008) examines the differences between 
the first edition of La Psychoanalyse in 1961 and the second edition in 
1976, drawing attention to the development of Moscovici’s ideas over 
time. She (2008) points out that whereas the first edition of La 
Psychoanalyse underlined the focus on common sense thinking and its 
significance as an object of study, the second edition emphasized the role 
of language and communication, and the constitutive role of 
interpersonal and intergroup representations. 
Jodelet calls the time after the first edition a latency period. By this 
she means that while the first edition of La Psychoanalyse in 1961 
stimulated work on social representations, for example Claudine 
Herzlich, Denise Jodelet, Elisabeth Lage, Claude Flament and Robert 
Farr started to work with the concept, the theory was diffused outside the 
French speaking world only after the second edition was pubished in 
1976 (Castro, 2003).  
While originally social representations theory tackled the problem of 
how scientific knowledge was integrated in the everyday thinking in 
modern societies, some years and decades after the publication of 
Moscovici’s thesis, the concept was expanded to encompass the broad 
field of social and cultural phenomena such as madness (Jodelet, 1991; 
de Rosa, 1987), gender (Duveen & Lloyd, 1990), eating (Lahlou, 1998) 
and human rights (e.g. Doise, Spini, & Clémence, 1999). This broad 
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understanding of the concept continues to the present day (e.g. Jodelet, 
2008). 
According to Jodelet (2008) the progressive extension of SRT since 
the eighties has three characteristics: the multiplicity of the application 
fields, the flexibility of methodological choices as well as theory’s close 
relations to contemporary social problems. 
Flexibility has played a key role in the success of the approach. SRT 
has provided the theoretical frame for hundreds of empirical studies in 
Europe and in South America, and more recently in Asia9. However, as 
de Rosa and d’Ambrosio (2008) note, there exist differences between the 
continents. Whereas the European papers, despite being highly 
heterogeneous, seem to be more concerned with the application of the 
theory to develop the paradigm, the Latin American papers are strictly 
empirical and SRT is seen as a tool for understanding diverse social 
phenomena important for the community (e.g. democracy, pollution).  
SRT continues to inspire numbers of researchers on variety of topics. 
As the meta-theoretical analysis of de Rosa and d’Ambrosio (2008) 
indicates, the increasing number of publications as well as the growth of 
conference participants demonstrates how SRT has gained a permanent 
foothold in social psychology. Besides that, it has also inspired growing 
number of researchers from other fields of social sciences, like 
anthropology, history and media studies.  
At the same time, flexibility of the approach has partly led to a 
fragmentation of the field. Palmonari (2008) uses a metaphor of 
crossroads to characterise the complexity of the theory; SRT converges 
several currents of ideas but is still lacking a map of common 
coordinates. The seminal work of Moscovici (1961) has led some 
scholars to establish Schools of research with tight articulation between 
theory and method.  
One paradigm, among those which represent theoretical elaboration 
of SRT, is that of “three phases” proposed by the School of Geneva 
(Doise, 1992; Doise, Clémence & Lorenzi-Cioldi, 1993). As Doise et al. 
(1993, 1999) have suggested, SR researchers should search three things: 
                                                          
 
 
9 The theory is less known in the United States. As the review of some recent 
introductory books on social psychology (e.g. Hewstone, Stroebe & Jonas, 2008; Brehm, 
Kassin, Fein, 2002; Hogg & Vaughan, 2010) reveals, social representation theory does not 
appear as a dominant theme. 
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shared organizational principles, individual differences in a 
representational field and systematic variations in individual positions 
anchored in other collective symbolic realities. Doise and his 
collaborators (e.g. 1995; 1999) have conducted, according to their 
theoretical and methodological elaborations, a program of sophisticated 
study of human rights, which has also increased the societal relevance of 
social psychology (e.g. Palmonari, 2008).  
The contribution proposed by the School of Geneva in favor of the 
development of SRT, is not the only one of its kind. The School of Aix-
en-Provence has also contributed significantly to the theoretical and 
methodological development of SRT although from a different 
perspective. Drawing on experimental studies, this School has elaborated 
a structural analysis of social representations aiming to distinguish 
central and peripheral elements in a representational state (e.g. Abric, 
1994, 2001) (see chapter 4.2.2).  
The dialogic perspective, proposed by Ivana Marková (2003), is a 
more recent example that attempts to elaborate SRT by focusing on 
language and communication. This perspective underlines the dynamics 
and communicative role of social thinking and focuses on the notion of 
themata in the study of social representations (more about themata in 
chapter 4.2.2). 
As Jodelet (2008) points out, not all theoretical formulations have 
been as successful. She finds it problematic that some studies tend to 
neglect some fundamental concepts of the theory. Moreover, she asks an 
important question: “are we in the presence of models that gravitate 
around a seminal and central one, or in the presence of a grand theory 
from which sub-theories develop? (p. 427)” Until now, as she notes, the 
mutual ignorance and struggle between different versions restrain the 
development of the theory in its full glory and complexity. Thus, what is 
needed in the future is more dialogue between different models and 
perspectives (Jodelet, 2008; Palmonari, 2008).   
4.2 SRT – ITS TOOLS 
In the following, I will introduce the main tools that SRT provides for the 
empirical research. I will first describe the formation processes of social 
representations. Then, I will elucidate the structural perspective on social 
representations. After that, I will focus on the macro-processes, so called 
  
 
49 
systems of communication proposed by Moscovici in his seminal work 
(1961). Finally, I will illuminate the three types of representations 
describing how shared they are within a society.  
4.2.1 How Social Representations Are Formed? 
Social representations play many functions (e.g. Purhardt, 1993; Bauer & 
Gaskell, 1999). They play an essential role in the constitution of reality 
by giving meanings to objects and events (Moscovici, 1961). They help 
to establish an order, to conventionalize objects by locating them in a 
given category (e.g. Purkhard, 1993). Moreover, as has been previously 
discussed, social representations enable communication and social 
interaction between individuals and groups (e.g. Moscovici & Hewstone, 
1983, p. 117). Thus they enable communication and interaction within 
and between groups, and in that sense, consolidate groups and 
distinguish them from each other in terms of different social 
representations (e.g. Sakki & Pirttilä-Backman, 2009). In addition, social 
representations direct socialization since the group’s representations are 
impressed upon the individual to affiliate the individual in the cultural 
traditions, norms and values of the group (Moscovici & Hewstone, 1983, 
p. 118). They may define group identity and membership, and thus, they 
may serve identity functions (e.g. Duveen, 2001).    
Nevertheless, the most important function of social representations is 
to make the unfamiliar familiar. As Moscovici (1984, p. 24) states “the 
purpose of all representations is to make something unfamiliar, or 
unfamiliarity itself, familiar”. Moscovici characterizes the unfamiliar as 
something that threatens and disturbs us. Unfamiliar does not conform to 
our expectations and to our existing representations. This may occur 
when we enter a new culture or a group or when we are presented with a 
new object, event or concept.   
The unfamiliar is transformed into familiar by re-presenting it within 
the existing context of relations and meanings:   
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The act of re-presentation is a means of transferring what disturbs us, 
what threatens our universe, from the outside to the inside, from far off 
to nearby. The transfer is affected by separating normally linked 
concepts and perceptions and setting them in a context where the 
unusual becomes usual, where the unknown can be included in an 
acknowledged category. (Moscovici, 1984, p. 26.)  
The central aim of social representations theory is thus to explain what 
happens, when some abstract, unfamiliar or troubling object, idea, 
phenomenon, person or a group is encountered, and how we try to 
understand and explain it. Three major processes through which we are 
generating social representations are anchoring, objectification and 
naturalisation (Moscovici 1961; 2000). Social representations are 
generated, maintained and modified through these processes. 
One of the simplest definitions of a social representation, provided 
by Moscovici (1961), elucidates the significance of formation processes. 
According to Moscovici (1961) “Representation=image/signification”. 
In this view, it is the process of objectification that produces a figurative 
aspect of representation, while the process of anchoring gives it a 
meaning. These processes will be further discussed below. 
 
Anchoring 
Anchoring is a process that makes the meaningless phenomena 
meaningful by linking an unfamiliar object into an existing one 
(Purhardt, 1993). For example, in Moscovici’s (1961) classic study 
psychoanalysis was anchored to confession in catholic press. 
Anchoring is a process which reduces strange ideas and objects into 
ordinary categories. New or strange phenomena–objects, experiences, 
relations and practices–are attached to everyday categories and 
worldviews and offered a familiar reference point. Anchoring integrates 
the emerging representation into a network of significance, marked by 
social values, generating a system of interpretation (Doise, et al., 1999). 
There cannot be meaningful ideas or objects that are not anchored in our 
social representations (Purkhardt, 1993; Moscovici, 1984, p. 37). In a 
broader sense, the process of anchoring aims to “to facilitate the 
interpretation of characteristics, the understanding of intentions and 
motives behind people’s actions” (Moscovici, 1984, p. 37). 
Moscovici (1984, p. 30) insists that anchoring is to classify and to 
name something. Things that are unclassified and unnamed are alien and 
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threatening because we are unable to evaluate and communicate them. In 
other words, representation is basically a classifying and naming process, 
a method of establishing relations between categories and labels. 
Moscovici claims that classifying and naming of the phenomenon cannot 
end up to neutrality of the representation but each object and being has a 
more or less positive or negative value and a given place in a hierarchy. 
By this he means that a representation always has a meaning. An 
example of anchoring from the topic of the current study, the European 
integration, indicates that the European Union, for instance, might be 
evaluated differently whether it is anchored to international travel 
experiences or to the EU membership fees. 
According to Moscovici (1984) classifying means to impose certain 
behaviours and rules on some phenomenon, such as European 
integration. Classifications are made by comparing unfamiliar 
phenomena to a prototype. This may take place either by generalization 
or particularization10. Generalization means reducing differences 
between the phenomenon to be classified and the prototype by extracting 
the particularities of the phenomenon. In particularization, in contrast, 
the differences between the phenomenon and the prototype are 
emphasized and as a result the object is considered as different from the 
prototype.  
Classifying takes place at the same time as naming although they are 
two separate processes. Things without names are blurred and disturbing 
and thus in naming something, the anonymous is made communicable. 
The new named phenomenon is included in the network of familiar 
words and concepts and located in the identity matrix of our culture. The 
named object is given an identity. (Moscovici, 1981, p. 197.) Gina 
Philogène (1999; p. 75 onwards; 2001) has also paid attention to the 
significance of naming and showed how the names we choose for 
different groups are not innocent labels but have deeper meanings and 
implications for the communication and for the construction of group 
identities. Philogène traces back to how the category name for Americans 
of African descent has changed in the United States from slave to negro, 
black, Afro-American, person of colour and finally to African American 
and how the naming reflects the change in group perceptions and more 
                                                          
 
 
10 Elsewhere Moscovici use the concept of individualization (1981, p.196) to describe 
the same process. 
  52 
broadly affects intergroup relations. According to Moscovici (1981; 
1984), the process of naming has three consequences. Once named the 
phenomenon receives certain characteristics, becomes distinct from other 
phenomena and an object of convention between those who share the 
same phenomenon. Social sharing of knowledge or experiences means 
that anchoring is not purely a cognitive or individual process (Flick, 
1995, p. 75). On the contrary, it is a social process, in which the selection 
of anchoring categories is rooted in the cultural traditions and social life 
of groups (e.g. Billig, 1987, p. 6; Castro & Gomes, 2005; Joffé, 2003). 
Indeed, Sanna Leppämäki (2010) has recently shown the importance of 
social interaction in the anchoring process of new foods.   
As a result of anchoring, the new phenomenon is given a value, a 
place in a hierarchy and a name. The phenomena are thus incorporated 
into existing categories or stocks of knowledge, which are modified and 
enlarged if necessary (Flick, 1995, p. 76). The process of anchoring can 
be either a static or dynamic process. Static anchoring would mean that 
the new object inherits characteristics of the old, existing category and 
becomes, despite its novelty, an element among others. Dynamic 
anchoring, on the other hand, presumes the transformation or change in 
the original category.  
Moscovici’s perspective on anchoring has been further developed 
and extended. Kalampalikis & Haas (2008) have recently suggested that 
there are two forms of anchorings: the first form of anchoring, the 
traditional one, “is compatible with symbolic thinking and introducing 
the familiarity and the second form of anchoring is compatible with 
stigmatic thinking introducing the strangeness” (p. 456). In other words, 
they claim that anchoring can also work in the opposite way to guarantee 
the non-familiar and ascertain that the non-familiar remains strange. The 
purpose of the representing may be to make the other different, strange or 
uncommon in order to maintain distance and group boundaries (e.g. 
Jodelet, 1991).  
This counter process resembles that of particularization, another 
mechanism of anchoring used to enhance the differences between the 
unfamiliar phenomenon and the existing category (Moscovici, 1984). 
Michael Billig (1991) draws instead on a strategy of counter-process, 
typical for the rhetorical approach, and suggests that particularization 
should be seen as the counterpart for the anchoring, and not as being part 
of it. Billig insists, that particularization seen in the Moscovician way, 
operates in the services of categorization rather than as a counterpart, 
failing to take into account the process of negation in the thinking 
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society. Billig (1987) sees particularization as a chosen strategy for 
thinking and argumentation rather than as an automatic process. 
The School of Geneva, led by Willem Doise, has also developed the 
concept of anchoring. They have proposed a notion of organizing 
principle of inter-individual differences to underline the heterogeneous 
nature of social representations. According to this theoretical framework, 
although members of a given population share common knowledge and 
views about a certain social issue, individuals and groups may hold 
different social positions regarding it (Doise, Clémence & Lorenzi-
Cioldi, 1993). Following this line of research, Doise (1992) has discerned 
three levels of anchoring: 1) psychological anchoring where a social 
object is anchored to general beliefs and values, 2) sociological 
anchoring which refers to anchoring object to a social group or class and 
to their shared beliefs and social experiences, and 3) social psychological 
anchoring, in which a social object is anchored to individual positions in 
respect to a particular issue. 
 
Objectification and Naturalisation 
Objectification is to make concrete something abstract and distant. For 
example, in Denise Jodelet’s (1991) classic study of social 
representations of madness in a French village of the 1980s, images of 
“decay”, “curdling like butter” and “souring like milk” were used when 
French villagers talked about mental illness. These metaphors were close 
to the everyday life of the villagers and were thus used as 
characterizations and concretizations of mental illness. 
Objectification is a process where something abstract is transformed 
into something almost physical and concrete. It means translating 
something that exists in our thoughts into something that exists in reality 
(Moscovici, 1981, p. 192). The objectification may be an icon, a 
metaphor, or trope, which comes to symbolize the new phenomenon 
(Wagner, Duveen, Farr, Jovchelovitch, Lorenzi-Cioldi, Markovà & Rose, 
1999). Objectification is an active and creative process (e.g. Purhardt, 
1993, p. 15; Flick, 1995, p. 78) where an individual reproduces the 
existing representations, creates new contents and gives them new 
meanings. 
Usually the objectification process is described as a three-phase 
process. For example, Jodelet (2008) distinguishes the information 
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selection, schematization and naturalisation as the three stages of 
objectification. In other words, new information is first selected and 
simplified. Then it is organised into a figurative model, and finally, the 
abstract gets physical properties and becomes a part of reality itself. 
According to Moscovici (1984), the first step in the objectification 
process is to discover the iconic quality of an imprecise object or idea 
and to convert a concept in an image. After that those concepts which 
could be represented, or converted into images, symbols or metaphors, 
are integrated into a pattern of figurative nucleus, that is, a complex of 
images symbolizing complex of ideas. At this point Moscovici notes that 
some concepts remain abstract, since they cannot be objectified due to 
the limits to our imagination or because they are taboos, like sexuality or 
libido in psychoanalysis in the 1950s. A figurative nucleus becomes a 
topic of everyday communication concerning the formerly abstract 
phenomenon. For example, the milk lakes and butter mountains started to 
symbolize the European Union for many and thus, came to prevail over 
the underlying economic concepts (Moscovici & Hewstone, 1983, p. 
112).  
The image like character of figurative nucleus and its central position 
in structuring knowledge has inspired the structural approach of Aix-en-
Provence School to study experimentally the central nucleus (e.g. Abric, 
1994; 2001; Flament 1994b). For example, Abric (2001, p. 42) has stated 
that the structural approach to the theory of social representations is a 
direct extension of Moscovici’s theory developed in the 1960s. 
According to structuralist approach, each representation is organised 
around a body of information, beliefs, opinions and attitudes, which 
consist of central core, determining the meaning and organization of a 
social representation, and of peripheral elements, constituting an 
interface between the core and a concrete situation (e.g. Abric, 1994). 
Indeed, for example Gina Philogène (1999, p. 42, pp. 56–58; 2001, p. 40) 
insists that the central core of the representation results from the 
objectification process. Nevertheless, in my opinion, these two concepts–
central nucleus and central core–are not entirely identical in their 
significance. Whereas the figurative nucleus is more like a core of 
images, the defining characteristic of the central core is the meaning that 
it gives to the representation. (e.g. Kilpiö, 2008, see more in chapter 
4.2.2).  
The forms of objectification have been described slightly differently 
in different contexts. Moscovici and Hewstone (1983, p. 112) find three 
processes characterizing the process of objectification: personification, 
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figuration and ontologization. Wagner, Elejabarrieta & Lahnsteiner 
(1995) have proposed a further process of socialization. The outcomes of 
objectification process may take different forms. Objectification may, for 
instance, end up in concrete objects, like the condom as a figurative 
nucleus of AIDS or the Euro coin as a figurative nucleus of the European 
Union. However, as for example Wagner et al. (1995) have suggested, 
the figuration often assumes a metaphorical image. These authors (1995) 
showed how the lay thinking about conception is largely based on a 
sexual metaphor. Whereas the characteristics of sperms were attached to 
male, the characteristics of ova were linked to female sex-role’s 
stereotypical behaviour. Another typical form of objectification is 
personification, which assimilates an idea to a person (Moscovici & 
Hewstone, 1983, p. 112). As examples from the topic of the current 
study, the European integration may be associated to Jean Monnet or 
Robert Schuman, or it could as well be associated with a particular social 
group, like to the western Europeans, civil servants or citizens. 
Consequently, it becomes evident that the choice of an 
objectification is not arbitrary but it has to be good to think. As the 
examples from Jodelet’s (1991) study in the beginning of this section 
demonstrated, the sources for the objectification are usually close to 
everyday experiences and they must be accessible for a group (Wagner & 
Hayes, 2005). Differences in social conditions, be them historical, 
cultural or socioeconomic, restrict the images, metaphors and tropes 
available for objectification (Wagner, et. al., 1999). Having its roots in 
previously formed representations and being culturally embedded and 
shared by the community, objectification has a social character. 
Thus, to summarise, objectifying is to discover the iconic aspect of 
an ill-defined idea or being, that is, to match a concept with an image. 
Once a group has acquired such a model or figurative nucleus, it is able 
to speak more easily about what this model represents. Once the 
figurative nucleus has been adopted by the society, it starts to guide 
perceptions and assessment of reality. It becomes treated as a part of 
reality and becomes naturalized. (Moscovici, 1981, pp. 200–201.)  
This third process of social representations, naturalisation, is not 
always recognized as one of the processes, but as a third phase of the 
objectification process (e.g. Philogène, 1999; Jodelet, 2008). Through the 
process of naturalisation something abstract becomes real. The strange 
concept is not just a pure idea or an image anymore but has become part 
of our symbolic reality. For example, as Moscovici pointed out (2008, p. 
68), complexes and neurosis were no longer merely notions, but they 
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became materialized or almost physical organizations and started to live 
a life of their own as separate from psychoanalysis. In that sense, through 
naturalisation an object becomes part of social reality. In Moscovici’s 
words (1961; 2008) what was once a concept is transformed into an 
object. In other words, the differentiation between objects and concepts 
is no longer possible but they have become elements of reality. The 
object itself has become an instrument that can be used to categorize 
objects and beings–a target for anchoring new and strange ideas. 
(Moscovici, 2008, pp. 68–69.) 
Philogène’s (1999) analysis of the emergence of African American 
as a social representation demonstrates the naturalisation as a separate 
process of objectification. She shows how the term African American has 
become part of our ordinary language, part of reality, although it is not 
yet fully objectified and lacks a structural stability. As Philogène points 
out, the naturalisation can occur even without concrete images, that is 
objectification, if the name is constantly communicated in public.  
Billig (1987, 1991) has further developed the idea of objectification 
by arguing that non-objectified thinking is also possible. He suggests a 
counter-process of transcendentalization referring to the production of a 
non-material consciousness from ordinary things. Through 
transcendentalization the material is made abstract as opposed to 
objectification, which translates the abstract into material. Billig uses a 
biblical example of burning bush which Moses encountered, to illustrate 
the presence of the divine in such ordinary things as a bush. 
In this work, it seemed to be easier to capture the process of 
objectification in the level of analysis. Instead, the empirical application 
of the anchoring was more challenging. As has been previously discussed 
in this chapter, usually, the process of anchoring refers to an external, 
already-existing category where the new phenomenon is attached. 
However, I soon remarked that I would not be able to tell much about the 
sense-making process of the European integration if I had restricted the 
use of the anchoring process to the external elements or representations. 
On the contrary, it often seemed that the elements, which were part of the 
phenomenon itself, could serve as anchors. So I have used an extended 
definition of the process of anchoring to show through which processes 
and elements the phenomenon European integration is understood and 
made meaningful in the textbooks. I will return to this question at the end 
of this work in chapter 8.4.2. 
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Which One Prevails, Anchoring or Objectification? 
The operation of the anchoring and objectification processes is not 
obvious. The relation between these two has raised questions concerning 
the order of these processes (e.g. Marková, 2000). According to 
Philogène (1999, p. 48) there are epistemological differences concerning 
the two processes between social representations theorists, which may be 
explained both by the different research traditions and also by the 
different objects of study. Consequently, as Philogène suggests, the 
French school usually positions objectification before anchoring, while 
the Anglo-Saxon tradition presents the processes in reverse order.   
It is sometimes difficult to distinguish anchoring from 
objectification. Wagner and Kronberger (2001, p. 151) argue that they 
are actually two poles of continuously evolving process of symbolic 
coping. The study of Wagner et al. (1995) suggests that anchoring the 
unfamiliar to a familiar category or schemata may actually result in 
objectification where the anchoring category serves the source for the 
objectification.  
In the same sense, Ivana Marková (2000, p. 448) argues that “every 
process of anchoring also involves objectification, formation of a new 
meaning of the phenomenon in question”. Studies of social 
representation of democracy in post-communist Europe have shown that 
anchoring prevails when the object or phenomenon is taken for granted 
and is not thematized and problematized whereas objectification 
overcomes when the phenomenon becomes the centre of people’s 
attention and is problematized and thematized. Whereas anchoring is 
regarded as an inner-directed and stabilizing process, objectifying is 
described as a more outer-directed and dynamic (Moscovici, 1984; 
Marková, 2000).  
In this study the processes of anchoring and objectification are 
regarded as interdependent processes, although, as Duveen & Lloyd 
(1990) have suggested, these two processes can be analytically 
distinguished as two moments in the formation of social representation.  
4.2.2 How Social Representations Are Structured? 
A prime aim in the study of social representations is to identify, describe 
and analyze the structured contents and meanings of commonsense 
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knowledge (e.g. Marková, 2003). In other words, besides having a 
content, each representation also has a structure. 
From the 1960 onwards, considerable amount of research on the 
structure of social representations has been carried out by the School of 
Aix-en-Provence (e.g. Jean-Claude Abric, Claude Flament, Christian 
Guimelli, Michel-Louis Rouquette, Pascal Moliner, Eric Tafani), 
demonstrating that structurally a representation is made up of a central 
core and peripheral elements. More recently, Moscovici and Vignaux 
(1994) have introduced the concept of themata to the theory of social 
representation. Themata are historically embedded, taken-for-granted 
ideas, which constitute the deep underlying structure of a social 
representation.  
Another alternative approach for the structural study of social 
representations is proposed by Doise et al. (1993), who have defined 
social representations as organizing principles of symbolic relationships 
between individuals and groups. From this definition it follows that an 
important phase in any social representations research is the search for a 
common organising principle of the issue under study. However, a 
second assumption made by Doise et al. (1993; 2001, p. 98) suggests that 
individuals differ according to the importance given to various social 
representations, and thus, one should also search for differences in 
individual positioning regarding the common organizing principle. 
Guimelli (1993) argues that the notion behind the use of terminology 
is pretty much the same whether one speaks about central nucleus, 
positioning-generating principles, organizing nucleus or common core. 
However, the research carried out within the different Schools leans on 
different methodological choices as well as on different objects of study 
(e.g. Marková, 2003; Jodelet, 2008) (see also chapter 4.1.3). In this 
study, the structural analysis of representation is based on the notion of 
central core and themata, mainly because these theoretical tools seem to 
be applicable in qualitative approach.  
Core and Peripheral Elements  
Since the 1960s, the SRT has been developed by the structuralist 
approach of the Aix-en-Provence School (e.g. Abric, 1993, 1994, 2001; 
Flament 1994a, 1994b; Guimelli, 1994). Drawing on experimental 
designs and sophisticated statistical methods, the structural approach 
aims to distinguish central and peripheral elements in a representational 
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field. The intention is to identify a central core of a representation and 
demonstrate its stability. Moreover, the studies have aimed to elicit the 
non-expressed or non-verbal parts, the mute zone, of a representation 
(e.g. Abric, 2003) that is also called hidden part of the representation 
determined by the social norms, and to differentiate normative and 
functional elements of social representations (e.g. Guimelli, 1998) as 
well as their relations to attitudes (e.g. Moliner & Tafani, 1997). The 
research orientation approaches the traditions and methods of cognitive 
psychology (e.g. Flick, 1995) dealing with individual level of assessment 
(Wagner, Valencia, & Elejabarrieta, 1996), and thus, it has been 
sometimes criticised for overlooking the social and communicative 
dynamics aspects of social representations (e.g. Liu, 2004). 
The structural approach (e.g. Abric, 2001, p. 43) defines social 
representations as a “body of information, beliefs, opinions, and attitudes 
about a given object. These elements are organised and structured so as 
to constitute a particular type of social cognitive system. This system is 
made of a central core and an ensemble of peripheral elements”. 
The internal organization of social representation is built around a 
central core. It has two essential functions: a generative function in 
which the central element creates or transforms the significance of other 
constitutive elements of the representation, and an organizing function, 
through which the central core structures the links between other 
elements of the representation (Abric, 2001, pp. 43–44). Thus, the central 
core is decisive for the meaning and organization of the representation. 
Abric (1996, p. 79) characterises the central core as “stable, un-
negotiable and non transformable part of the representation”. Thus, two 
representations can be different only if they are organised around a 
different core. From this it follows that, as Abric (2001, p. 44) argues, 
two representations may be identical in content but radically different in 
their meanings, if the organisation of the contents, and thus the central 
core of the representations, is different. 
The peripheral elements, organised around the core, are more 
sensitive to the immediate context. They constitute an interface between 
the representation and the reality (Flament, 1994a; 1994b; Abric, 1996). 
Thus, they result from anchoring of the central core in reality. Abric 
argues that while the core is resistant to change, the peripheral elements 
are more responsive to changing context. Thus, on the one hand, the 
peripheral system is a defence mechanism of the representation: they can 
protect the core from having to change. On the other hand, peripheral 
elements adapt the representation in a new context and new information 
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or changes of environment can be integrated into the peripheral elements. 
In other words, the peripheral elements have three primary functions: 
concretisation, adaptation and defense. (Abric, 2001, p. 44.) 
Empirically, the testing of central-peripheral hypothesis is 
challenging. Abric (2001, pp. 45–46) proposes three conditions which 
should be considered to identify a central core: First, a central core has a 
symbolic value. The symbolic value can be tested by questioning 
different elements and identifying those elements which can make a 
change in the core. Second, a core has an associative value, which means 
the core relates to much larger amount of elements of the representation 
than any peripheral element would. Therefore it can be tested by looking 
for the links between the different elements. Third, a central core also has 
an expressive value, which means it has the best chances to be present in 
the discourses and verbalizations concerning the object of representation. 
Thus, the frequency of appearance of a term is an important indicator of 
centrality, but only if it is complemented with more qualitative 
information. According to Abric (2001, p. 44), “it is not the presence of 
an important element which defines its centrality but rather the 
signification it gives to the representation“. 
As Abric (2001, pp. 46–47) insists, a substantial body of 
experimental studies have demonstrated the fruitfulness of this approach 
for the study of social representations. As a consequence, the central-
peripheral approach has spread outside the Aix-en-Provence. For 
example, Gail Moloney and Iain Walker (2000; 2002; 2005) have argued 
that the function of a social representation may determine its structure 
and further developed the central-peripheral approach by proposing an 
idea of conflicting core. Their analyses of the social representations of 
donation and transplantation demonstrate that the contradictory elements 
may co-exist within the same representation due to differential 
functioning of the two central elements within the representation: life 
could co-exist with death because they were fulfilling different functions. 
Whereas life reflected the evaluative and normative dimensions of the 
representation, death related to the practices and outcomes of donation to 
the individual, such as medical world, accident, operation, doctor, and 
thus, played a more functional role linking representation to the social 
practices that individual maintains with the object of representation. The 
idea of contradictory core is in conflict with many other studies (Abric, 
1993; 1996) suggesting that a social representation is a consistent and 
cohesive entity. Although contradiction is commonly considered to be 
part of social representations, it is seen to originate from different 
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contradictory representations. The generation of contradiction within one 
representation leads us to discuss the role of themata in the genesis of a 
social representation.  
Themata 
The concept of thema/themata was introduced in SRT in the early 1990s 
(Marková, 2003; Castro, 2003). On the one hand the new concept aimed 
to deepen the link between social representations and language and 
communication (Castro, 2003, p. 41) and on the other hand, it was 
intended to answer to the demands of structural analysis (Moscovici & 
Vignaux, 1994). The concept was proposed to enhance the link between 
cognition and communication, and between mental operations and 
linguistic operations (Moscovici & Vignaux, 1994). 
What is themata? Vignaux and Moscovici (1994) describe themata 
as source ideas, image concepts, first principles, primary notions or 
preconceptions. Themata are those ideas around which representations 
are constituted and which engender them.  
Therefore, they have a normative and generative power in the 
formation of social representations. Themata are shared knowledge or 
beliefs of which people implicitly or explicitly think and talk about, and 
which often are taken for granted. They are rooted in collective memory 
of a group.  They may not be expressed aloud in communication but they 
underlie socially shared knowledge. They are a kind of a deep structure 
of representation and not always open to direct observation.  
According to Moscovici (2001, p. 31), themata can take multiple 
forms, such as a form of belief, maxim, social definition, category or 
symbol, and they are often derived from the system of oppositions. Much 
in the same vein as rhetorical psychology (Billig, 1987) has suggested, 
the concept of themata makes it easier to see that social representations 
occur in pairs, each one having its alternative. In Moscovici’s (2001) 
words “this privileged relation between communication and social 
representations allows us to understand better the old and irritating 
enigma of common sense, i.e., why it affirms one thing as well as its 
opposite” (p. 32). In this context, Moscovici also clarifies his ideas of 
consensual nature of representations; no representation is unique albeit it 
might be shared by a group of people. 
In the same sense, Ivana Marková (2000; 2003) underlines that 
thinking in oppositions is part of our cultural socialization. She (2000, p. 
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446) defines themata as “such oppositional categories which, in the 
course of history, become problematized; for one reason or another they 
become the focus of attention, and a source of tension and conflict”. 
Thus, a thematization may occur whenever the familiar and 
unproblematic framework is disturbed by an unexpected element, event 
or information (Moscovici & Vignaux, 1994). Examples of themata are: 
nature/culture; reason/emotion; edible/non edible; beautiful/ugly” 
(Marková, 2000). However, as Marková (2000) notes, not all 
oppositional pairs become themata, but only those, which are brought in 
public discourse and argumentation. Marková gives an example of the 
Chernobyl nuclear accident, which thematized the old oppositional 
taxonomy between edible and non-edible and started to generate new 
social representations of food and eating.  
Moscovici and Vignaux (1994) emphasize that the analysis of social 
representations should attempt to identify what comes to operate as first 
principles or source ideas, themata, in texts or opinions and try to show 
the empirical and methodological consistency of these concepts. Liu 
(2004) argues that there is a conceptual relationship between themata and 
themes derived from a textual data in a qualitative analysis. In that sense 
themes are to be seen as pragmatic expressions of themata in different 
forms and spheres of everyday life. However, discovering themata may 
be a methodological challenge. As Moscovici and Vignaux (1994) note, 
themata may not reveal themselves clearly but they may generate and 
organise the explicit themes often implicitly, which means, from the 
methodological perspective, that their existence is often subject to 
interpretation.  
Processes, Themata and Core–Conceptual Linkages 
The conceptual differences between central core and themata are not 
clear cut. In fact, Abric (1996) proclaims the overlap between a central 
core and a themata and proposes that “it is within the central core that we 
will find the canonic themata” (p. 79). Moscovici (2001, p. 31) elucidates 
the way in which these two concepts are interrelated. He argues that one 
thema or themata can generate several core notions of the same belief in 
different context, such as thema nature generates core notions of “race” 
in the ethnic context, “organic food” in the nutrition context and 
“savage” in the cultural context. In that sense, themata are more flexible 
and context-specific than a central core. 
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The literature is not very clear about whether the two concepts exist 
side by side or whether they are actually merged under one concept. Liu 
(2004), on the other hand, takes a strong position on the former 
proposition and claims that there are major differences between the two 
concepts. Whereas themata is a dynamic concept paying more attention 
to the historical and cultural context and to the societal changes, the core 
structure represents a more cognitive approach to social representation 
overlooking the social and communicative dynamics of a social 
representation. The idea of two separate concepts is adopted in this study.  
Some empirical studies (e.g. Castro & Gomes 2005; Moloney & 
Walker, 2000; Liu, 2004) have illuminated the link between themata and 
anchoring. Liu has suggested that transformation from themata to social 
representations depends on both anchoring and objectification. 
Anchoring attaches themata into existing knowledge whereas 
objectification gives an abstract themata a concrete form in discourse. In 
other words, themata are contextualized in the core of the representation 
by the anchoring process. In the study of social representation of organ 
transplantation, Moloney and Walker (2000) demonstrate how the 
representational field of organ transplants appears to originate from one 
common themata, the dichotomous relationship between life and death 
which are contextualized in the conflicting cores of “messianic image of 
the transplant surgeon” and “gift of life from the donor” by the use of 
different anchors; anchors from medical world in the former case and 
anchors from the families and relationships in the latter case. Identifying 
themata may be empirically difficult, but as Moloney and Walker 
suggest, a reverse process of de-contextualizing the central core may help 
to see themata, which in their study was shown to be life vs. death.  
The conceptual linkages between the fundamental concepts of SRT 
are also elucidated in the study of social representations of women’s 
roles in Cameroon (Pirttilä-Backman, Mattsson & Kassea, 2006; Sakki, 
Kassea, Vauhkonen & Pirttilä-Backman, 2010). Pirttilä-Backman et al. 
(2006) demonstrate how for a long time the hegemonic representation 
has given women the role of a minor. Thus anchored in the tradition, the 
representation of woman’s roles is objectified in the core of a wife and a 
mother reflecting the other pole of themata tradition vs. modernity. A 
woman turned away from her traditional role would lose her essence; 
excessive freedom is seen as a risk by the majority of Cameroonians. 
However, today this hegemonic representation is challenged by NGOs 
and public discussions, and the country is going through reformulation 
processes of social representations. Nevertheless, the new representation 
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of a modern, educated woman is still in making and in the absence of a 
central core and positive sources or icons for the objectification, the 
representation cannot achieve its full potential and be externalized as 
real.  
4.2.3 Systems of Communication 
In the second part of “La psychoanalyse: Son image et son public” 
(1961/2008), Moscovici makes distinction between three systems of 
communication, namely propaganda, propagation and diffusion, 
according to the forms and contents of communication leading to varied 
representations of psychoanalysis (Moscovici, 2008). 
Each system of communication has its own characteristics, logic and 
goals, which will be described in the following:  
According to Moscovici (2008, pp. 215–255), diffusion is most 
difficult communicative modality to characterise due to its protean 
nature. Diffusion uses a style, which could be described concrete, 
attractive and quick and it attempts to use vocabulary of the reader (p. 
216). Moreover, it often uses methods of irony and humor. Diffusion 
attempts to set up and inform beliefs and opinions. These opinions are 
often contradictory. It does not aim to solve this contradiction but to 
present it by leaving readers some freedom to make their own 
conclusions (p. 223). In diffusion, the messages are discontinuous which 
means that their receiver can organise the transmitted opinions and 
information freely on the basis of his or her own perspectives. Unlike 
other forms of communication, diffusion does not concern a strictly 
defined group, but it is typical for larger part of population, often referred 
as the masses.  
In contrast, as Moscovici (2008, pp. 256–283) points out, 
propagation addresses groups that already have a certain unity, a definite 
language and their own system of values. Unlike diffusion, it is also 
explicitly goal-oriented. In La Psychoanalyse, the motive and style of 
most Catholic newspapers expressed the position of a clearly defined 
group, the Christians, towards a socially meaningful object. The 
propagation attempts to achieve unity by finding a common denominator 
between the group and the social object–in this case between the Catholic 
group and the psychoanalysis. Its goal is, thus, to integrate a social 
object, in this case psychoanalysis, into an existing frame of reference. 
The primary function of propagation appears to be to organise and 
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transform a phenomenon into a whole, which is compatible with the 
principles which establish the unity of the group. In other words, 
propagation attempted to make limited concessions to a group of 
Catholics emphasizing similarities to psychoanalysis, and 
simultaneously, it aimed to set limits to the acceptance within the 
established orthodoxy of the Church. This was achieved by anchoring 
psychoanalysis in the traditional concepts and practices of the 
confessional, while at the same time the theory of sexuality, also central 
to psychoanalysis, was rejected. According to Moscovici, the process of 
communication maintains control of the transmission of psychoanalytic 
ideas by shaping attitudes rather than opinions or stereotypes.  
In Moscovici’s (2008, pp. 284–342) analysis the most space is 
devoted to the third form of communication, propaganda. It is the typical 
communication process of communist milieu. The discussion of 
psychoanalysis is ordered systematically within the dichotomy of friend 
or enemy, emphasising incompatibility and conflict. The propaganda 
creates a dichotomised world where what is right and what is wrong are 
on very different sides and there is no space at all for conciliation. 
Propaganda uses several techniques such as stereotypes, adjectives and 
disparate elements to emphasize the contradiction and to reject the social 
object or phenomenon. Psychoanalysis was characterised as “pseudo-
science”, “scientific mystification”, “American” and “perverted”. Thus, 
the intention of communication was to generate negative stereotypes of 
psychoanalysis in order to exclude it from communist milieu. It aimed to 
use a representation of an object to incite actual behaviour. The elements 
of social representation of psychoanalysis were used as tools to by the 
group to produce stereotypes, to promote greater social involvement and 
to indicate what behaviour is appropriate. 
Obviously there may as well be other systems of communication, 
such as conversation (Moscovici, 2000, p. 274), but in this study, I will 
try to apply the three aforementioned forms of communication with 
slight modifications (see chapter 5.2.2). 
4.2.4 Three Types of Representations: Hegemonic, 
Emancipated and Polemic 
Yet another tool for understanding and studying social representations 
was proposed by Moscovici at the end of the eighties as a reply to 
Jahoda’s (1988) criticism concerning the conceptual difference between 
  66 
collective and social representations. By then Moscovici (1988) 
identified three types of representations, which describe how shared 
representations are within a society. Hegemonic representations are 
consensually shared by all members of a society and in that sense they 
become closest to what Durkheim called collective representations. Thus 
they are uniform and coercive and constitute the collective reality of a 
given social phenomenon. Other two types of representations are the 
outcome of the circulations of knowledge and ideas belonging to 
subgroups that are in more or less close contact. In emancipated 
representations each sub-group creates and shares its own 
representations. Thus, complementary versions of the same phenomenon 
exist in different parts of society. Whereas emancipated representations 
are able to coexist among sub-groups in society, polemic representations 
are generated in the course of conflict. Society as a whole does not share 
them, but they reflect the struggle between groups. A representation 
becomes polemical to the degree that different groups actively disagree 
about a representation. They are determined by antagonistic relations and 
are intended to be mutually exclusive (also Breakwell, 2001, p. 275). 
As Breakwell (2001, p. 275) suggests these three types of social 
representations offer different degree of freedom to the individual to 
construct a personal representation. Whereas the hegemonic 
representations suppose only little individual variation, the emancipated 
and polemic representations allow more individual variation in the 
adoption of certain social representations.  
The distinction between the three types of representations and their 
consequences for intergroup relations have been explored extensively by 
Liu and his collaborators (e.g. 1999; 2005a; 2005b) in the context of 
history representations. Liu and his colleagues (2005a, also 1999) have 
shown in the cross-cultural survey of 6 Asian and 6 Western cultures that 
the popular history is often collective history of conflicts against other 
groups. In almost all Asian and western cultures, the Second World War 
was named as the single most important event in world history and Hitler 
as the most influential person. Thus, as the authors note, the data 
indicates that the historical representations are strongly globalized and 
hegemonic, proposing an ethnocentric representation of the world 
history.  
Whether a representation is considered hegemonic, polemical or 
emancipated has implications for intergroup relations and how members 
of various groups understand each other. Liu et al. (1999; 2002; 2005) 
argue that social representations of history are crucial source of social 
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identity because they provide us information of who we are, where we 
come from and where we should be going. Thus, they are central to the 
construction of group’s identity, norms and values. According to Liu et 
al. (2002) history provides materials for an in-group, from which 
symbols can be created either to unite, as hegemonic representations, or 
to divide, like polemical representations or do something in-between, like 
emancipated representations. The authors aim to demonstrate that 
whereas hegemonic representations of history promote a positive 
networking between national identities and subgroup identities, the 
polemical representations lead to more hostile relationship between 
national and ethnic identities. However, whether polemical 
representations are a cause or an outcome of intergroup conflict and 
whether hegemonic representations are a cause or an outcome of national 
unity remains an unsolved question. This linkage between social 
representations and identity will be further explored in the next chapter. 
4.3 SOCIAL REPRESENTATIONS AND 
IDENTITY 
The relationship between social representations and identity, and the 
implications these relationships have for understanding diverse social 
phenomena, are an understudied research area (e.g. Moloney & Walker, 
2007). As Marková (2007) points out, the question of the relationship 
between these two theories cannot be easily answered. For example, the 
approach of social representations consists of several sub lines or 
schools, of which some are more concerned with structural field or with 
content of representations, while others underline the dialectic nature of 
social representations (see previously chapter 4.1.3). Respectively, some 
of the notions of social identity emphasize more the cognitive (e.g. Tajfel 
& Turner, 1979) and some sociocultural (e.g. Reicher & Hopkins, 2001) 
aspects in conceptualizing the identity.  
Along the same lines, Breakwell (1993) argues that there are some 
major paradigmatic differences between social representations theory and 
social identity theory, which complicate the attempts to integrate these 
two approaches. While social identity theory (SIT) focuses upon 
individual needs and motivation to explain intergroup relations and 
behaviour, social representations theory is more concerned with 
describing how people construct their world in the course of social 
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interaction and communication. Despite the differences, as Breakwell 
notes (1993), the alliance between the two theories would benefit them 
both. While SIT could help to explain why a certain representation takes 
a certain form rather than another and why it is accepted or not by an 
individual, SRT could benefit SIT for example by providing a meaning 
for the identity processes and strategies. Along with other social 
representational theorists (Elejabarrieta, 1994; de Rosa, 1996; Licata, 
2001) Breakwell considers the relationships between identity and social 
representations “as a fundamental question” (2001, p. 271). To answer 
this challenge, she (1993; 2001) abandons the distinction between 
individual and social identity, and drawing on the model of identity 
process theory (IPT), she states that on the one hand, social 
representational process shapes identity, but respectively, the identity 
process may be significant in determining the evolution of social 
representations. Breakwell argues that individual’s relationship to any 
social representation may vary according to one’s awareness of social 
representations, one’s understanding of the representation, one’s 
willingness to accept the representation as a part of self-definition, one’s 
ability to anchor the representation in pre-existing system of personal 
representations and according to the salience of the representation for the 
individual. On the one hand, she demonstrates how individuals are able 
to reject social representations that might threaten important aspect of 
their identities, but on the other hand, she also shows how social 
representations provide identity elements a value and a meaning and 
sometimes they may even determine what coping strategies are effective 
when individual faces a threat. As a conclusion, Breakwell claims that 
identities are built within the milieu of social representations, but while 
identities are constrained by social representations, they are not entirely 
determined by them.  
The complex interplay between social representations and identity 
has been demonstrated in several empirical studies (e.g. Moloney, 2007; 
Howarth, 2007; Licata, 2001, 2003; Walker, Broderick, & Correia, 2007; 
Kronberger & Wagner, 2007; Liu et al., 2002, 2005a; de Rosa, 1996). 
These studies indicate that there are several ways to conceptualize this 
relationship. Sometimes social identity is seen as one of the functions of 
representations (Duveen, 2001; Bauer & Gaskell, 1999; Moscovici, 
2000, p. 158). Gerard Duveen (2001, pp. 257–270) draws on his research 
on the development of gender identities to show how children’s identities 
are not simply internal elaborations of meanings, but their thoughts and 
actions become structured in terms of the external representations of the 
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communities and thus, as he argues, the representations always imply a 
process of identity formation. While the identity theories (e.g. SIT and 
SCT) are focused on the consequences of identification and 
categorization, they do not explain the content of the identity and why 
individuals categorise themselves in a particular way. Therefore, as 
Duveen argues, identities are embedded within the representational 
structures of the social world at specific point in time, just like social 
categories may be social representations rooted in the cultural and social 
life of communities (Marková, 2007, p. 226; Augoustinous, 2001, pp. 
205–207), and in that sense, representations seem to precede identities 
(Duveen, 2001, p. 268). However, like Breakwell, Duveen also suggests 
that the relationship between identity and social representations is not 
only directed one-way, but identities work actively as well. He argues 
that to sustain a sense of stability of some parts of the identity, an identity 
can refuse, through resistance, to accept what is proposed by the external 
influences. Thus identities also provide ways of organizing meanings to 
sustain the stability of identity and the predominant social representations 
on which the identity is built upon. As a conclusion, Duveen suggests 
that there are different types of relations between identities and 
representations. On the one hand, there are social representations which 
impose an imperative obligation on individual to adopt a particular 
identity, like in the case of gender identities, but on the other hand, the 
influence of social representations may work through a contractual 
obligation, leaving an individual more freedom of joining a social group 
and take a particular social identity. 
Social representations are closely articulated within the construction 
of group identities. Social groups vary in terms of their prestige, status 
and power and thus, the social positioning of groups has important 
consequences for the construction of social representations (e.g. Joffé & 
Staerklé, 2007; Lorenzi-Cioldi & Clémence, 2001). Lorenzi-Cioldi and 
Clémence (2001) note that groups have different belief systems with 
different everyday explanations for threatening events, which are not 
only influenced by ingroup dynamics, but also by intergroup relations. 
As a consequence, as the authors point out, social representational 
processes of dominant and subordinated groups may differ remarkably. 
As Joffé and Staerklé (2007) suggest, the dominant groups have the 
power to impose, create and disseminate social representations of 
minority groups. For example, welfare recipients may be represented in 
public discourse not only as poor, but also as lazy, dirty and insane which 
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works as a mechanism of social exclusion of minority groups from the 
life of community.  
The aims to link closely the two theories have led to the question of 
what comes first identity or social representations (Marková, 2007; 
Brewer, 2001)? 
Both views have their supporters. As Moscovici states (2001, p. 21) 
“the representation is a notion conceived to explain what, if anything, 
binds people together in a group, a society” and in that sense, shared 
meanings define social groups. Social representations do not only 
provide the content of meaning systems but they also define and maintain 
the boundaries of social groups (e.g. Lorenzi-Cioldi & Clémence, 2001; 
Chryssouchoou, 1996). In this view, SRs are prior to social identities. 
However, Brewer (2001, p. 308) takes another view to this 
relationship and asks “if social representations make social group 
possible, then what makes social representations possible?”. She 
proposes an alternative account for the chicken-egg problem and argues 
that the formation of new social representations require prior existence of 
some social collectivity with shared concerns, opportunity for interaction 
and most importantly, some motivation to create common understanding 
of an issue. Thus, she (2001) underlines the role of motivational factors 
in the formation of social representations: the desire to understand the 
other’s meaning, to see the world as the other sees it, and to allow the 
other’s view to influence one’s own. From this perspective social 
representations can be seen as a collective accomplishment realized in 
the context of specific ingroup-outgroup categorizations. The social 
representations are seen as an expression of a social identification 
process that is the major mobilizer and motivator of group meaning 
formation and thus, as Brewer argues, social identities can also be prior 
to social representations. 
Both Marková (2007) and Brewer (2001) conclude their discussion 
on the priority of identity or social representations by reminding that the 
two concepts are mutually related. As Brewer (2001, p. 310) points out, 
the priority “depends on where one breaks into the reciprocal causal 
system”. In other words, each relationship between identity and social 
representations is part of a specific problem and should be answered in a 
specific way (Marková, 2007, p. 219).  
To summarise, the relationship between social representations and 
social identity seem to be in mutual exchange in which both shape the 
other. In this study I adopt a view in which these two concepts are 
underpinned, because social identities are seen as a part of social 
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knowledge. From my viewpoint, the crucial question is how identity is 
located in the social knowledge. These shared representations do not 
necessarily contain only beliefs, attitudes and values concerning the 
ingroup itself but also evaluations of perceived outgroups (e.g. Howarth, 
2007; Barrett, 1996). To understand people’s attitudes towards such 
complex phenomena as European integration and European and national 
identifications in different countries, one needs to look at the issues 
behind them–the shared knowledge, or social representations, deeply 
rooted in collective memories and histories of these countries.  
4.3.1 European Integration, Social Representations and 
Identity 
European integration process is an ideal topic for social representations 
research because it is a dynamic, relatively new phenomenon, which 
changes fast and influences the daily life of its citizens. It is a 
phenomenon of modern society, a part of social reality that must be made 
understandable and communicable.      
Social representations of Europe have been previously explored 
among British children (Rutland, 1998; Barret, 1996). Rutland (1998) 
examined how different social anchors indicating a belonging to specific 
social groups, mainly social class, travel experiences and parental 
attitudes, affect British children representations of Europe. His results 
suggested that only social class group, whether a child belonged to a 
working or middle class, had a significant effect on the children’s social 
representations. According to Rutland, the more negative beliefs held by 
the middle class children might be explained by the more EU-hostile 
ideological stance of the middle class and by the influence of middle 
class press presenting the EU as a threat to Britain. The role played by 
the mass media on social representations of European integration is also 
considered by Marco Cinnirella (1996, pp. 261–264). Based on his 
comparative studies between Britain and Italy, he argues that there seems 
to be parallels between comments of British respondents in empirical 
research and contents presented in the media. In both cases, the attitude 
towards the European integration is negative and suspicious and Europe 
is represented as something that threatens British national identity. In 
addition, as early as in the eighties, Miles Hewstone (1986) demonstrated 
how the negative metaphors of the European integration, such as cod 
wars between British and French fisherman and the existence of butter 
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mountains and wine lakes, were used by the media to trivialize the whole 
process of European integration.  
Social representations and the European integration process have 
inspired researchers to look for the importance of history representations 
in the current European integration process. Hilton, Erb, Dermot and 
Molian (1996, pp. 275–295) argue that representations of European 
history play an important role in understanding attitudes towards 
European integration. For example, Hitler’s rise to power in 1933 is 
interpreted differently in Britain, France and Germany; in Britain and 
France it explained the positive attitudes to European integration, 
probably since the European integration was interpreted as a way to 
prevent similar destruction in the future, whereas in Germany it was 
associated with German reunification. From the different interpretations 
of history it follows, among other things, that the support for a single 
European currency may be predicted differently in France and Germany; 
French support being predicted by attributions of Hitler’s rise to power, 
whereas German support attributed to beliefs of post-war German 
economic miracle.   
Moreover, the contents and structure of EU representations have 
been studied by using free association methods (e.g. de Rosa, 1996, pp. 
381–402). For example, Meier and Kirchler (1998) explored the social 
representations of people opposing the euro and those supporting it in 
Austria. They found out that while supporters of the euro were most 
likely to underline economic advantages of the common currency, 
opponents’ justifications had a more emotional tone; they referred to fear 
of losing money to the EU, national autonomy and identity and to unjust 
distribution of costs and benefits between the countries.  
The contents and structures of social representations of Europe were 
also studied among Belgian students by Laurent Licata (2001). Drawing 
on free association task, he argues that the concept of Europe is 
dominantly associated with the European Union. He found out seven 
themes that characterised the social representation of Europe: economy, 
ideals, security, cultural diversity, tourism, belongingness and 
citizenship–the economic features constituting the most important theme.  
The contents of social representations of Europe were also explored 
in French media. Lucy Baugnet’s and Arnauld Fouquet’s (2005) analysis 
of 292 articles from 5 major newspapers revealed seven thematic ways in 
which Europe was discussed. Europe was associated with international 
politics, cultural traditions, adhesion to the EU, elections, institutional 
functioning of the EU, social economy and to monetary economy. Thus, 
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as the authors concluded, these seven themes formed three major 
discursive dimensions, the first three themes referred somehow to 
Europe’s geopolitical relations, whereas elections and institutional 
functioning reflected the European citizenship, while the last two themes 
focused on the economic aspects of the EU. The study also showed how 
different newspapers were anchored to different discourses: L’Humanité 
was more concerned with the social economy and international context, 
Libération discussed the monetary and economic aspects, Le Monde 
focused on themes dealing with adhesion to the EU and institutional 
functioning of the EU while Le Figaro and La Croix were more 
concerned with traditions and values of Europe.      
The social representations of changing Europe have been studied 
from a quite different perspective by de Rosa et al. (e.g. 2005; 2007). 
They have carried out a research project, EuroSKYcompass, to analyze 
how the multidimensional identity expresses itself via social 
representations of geopolitical entities (nation, Europe, world) in relation 
to the geographic and geopolitical parameters of North-South-East-West. 
Drawing on a sample of 2251 students from 10 countries, de Rosa et al. 
(2007) aimed to demonstrate how the cultural and identity criteria are 
used in division of the European territory into mosaic images of Europe 
based on the geopolitical representations anchored to north, south, east 
and west. They argue that the image of European territory is built in 
terms of the political division of the Cold War, in which the ideological 
definitions have been substituted to the geographical ones. 
The inseparability between social representations and identity 
become apparent in the context of European integration. Cinnirella 
(1996, p. 271) argues that different perspectives towards the European 
integration adopted by the citizens in Britain and Italy can be traced to 
different identity constructions, which on the other hand, are based on 
rather different social representations. Thus, as he states, one cannot ask 
questions about national and European identities without also 
considering the social representations on which such identities are based. 
From this it follows that the contents of national and European identity 
are rooted in the social representations of the European integration and 
the study of social representations of the European integration is crucial 
to understand national and European identifications.  
Within this line of research de Rosa and Mormino (2002) built the 
linkage between social representations, social identity and collective 
memory in the context of national and European identifications. Drawing 
on the analyses of questionnaires and associative tasks, their results show 
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that social representations of nations are anchored to existing systems of 
social memory. These anchors reflect collective histories and personages 
of the nations, their ethical values and cultural dimensions characterising 
the civil ethos of each nation. Whereas the representations of nations 
seem to be anchored to the past memories, de Rosa and Mormino argue 
that the European Union, on the contrary, is foremost anchored to the 
present. In particular, it is anchored to the economic aspects of the EU 
despite the fast political changes in the European context during the past 
20 years. Thus, the European Union is foremost perceived as institutional 
and bureaucratic, while the European currency unit, ECU, represents the 
dominant symbolic element.  
As Xenia Chryssochoou (1996, pp. 297–313) notes, the construction 
of European identity takes place in relation to national identity. National 
group memberships as well as intergroup relations create conditions for 
the representations of Europe. Chryssochoou (2000) points out that 
people of different member states make sense of the new superordinate 
category, the European Union, differently, depending on their national 
membership influences and positions in the EU. She explored the way 
people in France and Greece made sense of the group beliefs of the 
superordinate category and found out that both French and Greek people 
underline the primacy of economy in the integration process and 
acknowledge that their status in the EU is based on their economic 
positions. Whereas the French people saw the membership in the EU as 
an opportunity for France to restore its lost power and as a necessity for 
all countries within the globalized economy, the Greek participants 
expressed feelings of dependency because the membership in the EU was 
considered as a necessity for their national group’s survival. These 
different perceptions of nationals of two European countries led the 
Greek participants to feel inferiority regarding their country’s status in 
the EU.   
The lack of common group beliefs, social representations, may be 
one explanation for the low European identification. According to 
Chryssochoou (1996, p. 312) the social representation of Europe does not 
yet exist, and thus, it should be examined in proportion to existing 
representations of nation in which the processes of anchoring and 
objectification play a central role.   
Thus it seems that social representations of European identity are 
very much rooted in the social representations of nation. As Laurent 
Licata (2003) notes, the social representation of nation has been 
naturalised, people refer to it as if it was a concrete object and as it was a 
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part of existing reality. From this it follows that the representation of a 
nation can serve as an anchor to new levels of identifications–namely to 
social representations of European identity. Licata (2001; 2003) builds 
the linkage between social representations of Europe and European 
identification and draws on the results of three studies, where he 
examined Belgian students’ national and European identification and 
their social representations of the future European integration. On the one 
hand, his results indicated that students were euro-enthusiastic; the 
anticipatory representations of the future consequences of the European 
integration process predicted rather optimistic representation. On the 
other hand, the results revealed that national concerns play a crucial part 
in determining whether a person identifies with Europe; people holding 
pessimistic representations of their own personal or of their nation’s 
future in the European integration process tended to be unwilling to 
identify with Europe. Thus Licata claims that identification with Europe 
is facilitated by representing Europe and the nation as complementary 
rather than antagonistic. In other words, representing Europe as a process 
that maintains national distinctiveness and sovereignty facilitates a sense 
of European identity while their disappearance is experienced as 
threatening and thus hinders European identification. Therefore, the 
positive social representations play an important role in the construction 
of European identity (e.g. Cinnirella, 1996).  
4.4 DEBATING SOCIAL 
REPRESENTATIONS 
Social representations theory has met with criticism both from inside and 
outside the theory. In the following section I will first clarify the concept 
itself, the way I understand it. After that I will shortly discuss its relations 
to other close concepts and present some of the most convincing 
criticisms  addressed to SRT during the last 30 years. 
4.4.1 What Is a Social Representation? 
Can all objects and phenomena have a social representation? Moscovici 
(1984) says that everyone knows the world through representations but 
can we talk about social representations of animals, houses or jogging?  
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The study of social representations often concerns novelty. 
According to Moscovici (e.g. 1984), social representations are generated 
not only by the novelty, but by the need to make familiar something 
unknown, distant or troubling. Originally social representations dealt 
with the diffusion of scientific knowledge into common thinking but 
some years after the publication of La Psychoanalyse, it was extended to 
a broader field of social and cultural phenomenon such as madness, 
gender and food (e.g. Wagner, 1998). Therefore, the scientific nature of 
the object or phenomenon is not a precondition for the study, but very 
ordinary and concrete phenomena can also become an object of study in 
certain conditions. 
Wagner et al. (1996, p. 347) write: "We all have many idiosyncratic 
as well as collectively shared ideas about a multitude of objects like 
chairs, highways, hats, shaking hands, our left shoes, the nose of our 
neighbour, political parties, etc. Only a few of them, however, are social 
representations in the full-fledged sense of the term. Without an object 
being salient and relevant for a social group and hence entailing a public 
discourse and symbolic elaboration of the object, there is not much sense 
in looking for a shared representation." 
In other words, it is not the object or phenomenon itself which 
representation makes it a social representation, but its social and cultural 
relevance. The SRT studies specific kinds of representations: those that 
have become the subject of public concern. They are thought about, 
discussed and they may cause tensions and provoke actions. Therefore, 
the object of study must be socially meaningful and necessitate 
communication.  
4.4.2 SRs and Other Close Concepts 
Many critics claim that SRT fails to distinguish its relations from other 
theories. However, as Allansdottir et al. (1993) insist, the openness of the 
concept of social representations implies that different concepts are not 
mutually exclusive concepts, but rather, a part of the phenomenon of 
social representations. After all Moscovici (Moscovici 1973, xiii) 
describes social representations as “cognitive systems with a logic and 
language of their own and a pattern of implication, relevant to both 
values and concepts, and with a characteristic kind of discourse. They do 
not represent simply ‘opinions about’, ‘images of’ or ‘attitudes towards’ 
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but ‘theories’ or 'branches of knowledge’ in their own right, for the 
discovery and organisation of reality”.  
Nevertheless, this explanation has not fully satisfied all theorists 
working in or outside the field. In particular, the relationship between 
social representations and attitudes has evoked most discussion. To put it 
simply, both attitudes and social representations aim to explore how a 
certain object or phenomenon is perceived (Moliner & Tafani, 1997). As 
Moliner and Tafani (1997) suggest, while attitude research primarily 
focuses on perceptions about a phenomenon, social representations 
theory also deals with how that particular phenomenon emerges. 
Attitudes do not explain the formation of the object, how some 
unfamiliar is made familiar. Drawing on the core-peripheral approach, 
these authors assume that attitudes deal with peripheral and evaluative 
aspects of social representations but are not part of the central core 
element. 
Most social representations theorists assume that to have an attitude 
towards an object means that one must have a representation, which is 
part of one’s cultural and folk knowledge, as well as part of one’s 
cognition (e.g. Moscovici & Marková, 1998). In other words, beyond 
attitudes and stereotypes, there is an implicit body of images and ideas 
that give rise to them (Moscovici & Hewstone, 1983, p. 116). This was 
demonstrated by Gaskell (2001) who interviewed people to find out what 
they think of genetically modified foods. He noticed that people do not 
merely focus on attitudes in the sense of evaluative judgments, but they 
also want to talk about what biotechnology means to them. Although 
people have attitudes towards biotechnology, the prime concern is in the 
processes and resources that lie behind these attitudes. Thus Gaskell 
(2001) illustrates the claim made by Moscovici: (Moscovici & Marková, 
1998) “frankly, I do not know why the concept of attitude is opposed to 
that of social representation, since it is one of its dimensions” (p. 235). 
However, there are some major differences in research traditions. 
The primary aim of attitudes is to measure inter-individual differences 
whereas social representations usually seek what is shared by individuals 
within a group (Jasper & Fraser, 1984; Fraser, 1994). Thus, attitudes aim 
to explore how individuals perceive a phenomenon whereas SRT is more 
concerned with a shared knowledge of the phenomenon. There are also 
some methodological differences. Whereas attitudes are dominantly 
studied in experimental settings and assessed with quantitative 
techniques, social representations are approached more often with 
qualitative methods; they are not studied only within individual heads, 
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but all sort of material is used: newspapers, legal documents, art, mass 
media and photographs, to mention just few (Fraser, 1994; Gaskell, 
2001).  
As Gaskell (2001, p. 237) notes, there are also many similarities 
between social cognition and structuralist approach of social 
representations. In the same way, Wagner et al. (1999) point out that at 
first sight social representations resemble social schemata because they 
both have a cognitive structure that orients individuals in the world. 
Nevertheless, there seem to be major epistemological differences. 
Whereas social representations emphasize the social origin and the role 
of communication in the construction of knowledge, cognitive processing 
of information is central in social cognition. 
Furthermore, there are some parallels between attribution theory and 
SRT. Both deal with the common sense knowledge, but whereas the 
attribution theory has its roots in the individualist oriented Northern 
American social psychology and is concerned with how people attribute 
causes to other people and things, SRT attempts to consider explanations 
and beliefs that are shared by large number of people within and between 
societies (Moscovici & Hewstone, 1983, p. 98, p. 121). Moreover, 
Moscovici and Hewstone (1983) insist that attribution theory is a theory 
of causes without explanations, whereas social representations attempt to 
give explanations for why certain things happen.  
Jahoda (1988), on the other hand, criticizes SRT for not defining its 
relationship to such concepts as culture and ideology. In SRs literature 
ideology is indeed presented in different, often controversial, ways. 
Some scholars seem to use these concepts as synonyms (e.g. Collavin, 
2007), some see ideology, social representations, attitudes and opinions, 
as part of interrelated components of social thinking (Flament & 
Rouquette, 2003, pp. 20–21) whereas some assume that ideologies are 
included in the concept of social representations (Wagner & Hayes, 
2005, p. 53) According to Moscovici (Moscovici & Marková, 1998) 
there are three forms of knowledge: scientific, ideological and common 
sense knowledge. Thus for him, social representations are not an 
ideology, although both scientific knowledge and ideologies influence 
the generation of social representations. 
Yet another concept that needs to be distinguished from a social 
representation is the concept of discourse. Linguistics play a central role 
in the analysis of social representations simply because there are no 
social representations without communication and language (Moscovici, 
2000, p. 159). Thus for Moscovici (2001, p. 29), social representations 
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involve language. Nevertheless, this does not mean that the concept can 
be merely equated with interpretative repertoires as has been suggested 
by Potter and Wetherell (1987). As Moscovici (1985, p. 92) has argued: 
“a discourse is not a representation, even if every representation is 
translated into a discourse. All that is image or concept does not entirely 
pass into language”. While representations manifest themselves in 
language, they do not necessarily have to. Instead, any action, behaviour 
or social practice can be a crucial source for assessing a social 
representation (Jodelet, 1991; Wagner, 1998; Voelklein & Howarth, 
2005). They do not necessitate verbal data, but they can as well be 
manifested in photographs, drawings, rites and sounds (Veolklein & 
Howarth, 2005).   
4.4.3 Vagueness of the Concept 
The main source of criticism in SRT concerns the ambiguity of its 
concepts. For the most part Gustav Jahoda’s (1988) criticism on SRT 
attacks on the obscurity of the theory and the lack of proper definition. 
These conceptual problems of the theory emerge as problems of 
operationalization and empirical realization. Thus Jahoda (1988) argues 
that most of the empirical studies could have been presented without the 
concept of social representation. In particular, the terminology used in 
the empirical studies differs, increasing the vagueness and utility of the 
theory (Potter & Litton, 1985). Contrary to the claims of critics 
concerning the lack of definition, they are available in the literature (e.g. 
Moscovici, 1973, on the most cited). However Moscovici has not wanted 
to give a definition that is too restrictive, because rather than using a 
hypothetic-deductive model with clear guidelines for testing and 
operationalizing a theory, he follows a more inductive and descriptive 
approach in the study of social representations. He argues that a clarity 
and definition should be an outcome rather than prerequisite of the 
research.  
4.4.4 The Notion of Social and a Group in SRT 
One typical criticism addressed to SRT concerns its inability to define 
the group (see previously chapter SRT and identity, especially Brewer’s 
standpoint). Potter and Litton (1985) argue that there is a vicious circle of 
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identifying representations through groups and assuming that groups 
define representations (also Potter & Wetherell, 1987, p. 143).  
In a similar vein, Harré’s (1984) criticism also concerns the concept 
of group and social nature of social representations. He asks how social 
we can consider social representation to be, if representations belonging 
to individuals instead of groups are taken as a starting point in empirical 
studies. According to Harré, one should not study taxonomic groups but 
structured groups to grasp the social nature of a social representation. 
Thus, he insists that SRT has not truly been able to get away from 
individual paradigm. 
The problem of group leads to another problem that concerns the 
consensual character of social representations. Potter and Litton (1985) 
and Jahoda (1988) criticize SRT of building shared consensus on the 
statistical basis where low percentage indicates an absence of the 
consensus (also Allansdottir et al., 1993). As Allansdottir et al. (1993) 
note, social representations are sometimes taken as a technical meaning, 
especially in some studies using statistical techniques, without any 
conceptual elaboration or questions about the existence of social 
representations leading to impoverishment of the original ideas of the 
theory. Contrary to individualistic approaches, the notion of social is 
constitutive rather than a separate characteristic of individual, and thus, 
its operationalization cannot be reduced to a single variable, but it should 
be approached with methodological considerations. Nevertheless, as 
brought up previously, SRT traditionally uses variety of designs, 
methods and respondents, not only techniques common to individualistic 
approaches, but also such methods as individual and group interviews, 
word association tasks and texts from various sources (e.g. media, 
legislation, textbooks), which “enable the study of the “thinking society” 
at work” to quote Gaskell’s expression. (Gaskell, 2001, p. 240; also e.g. 
Joffé, 2003). 
As Moscovici (e.g. 1994; 2001) himself has brought out in many 
occasions, the consensual nature of social representations does not 
necessitate unanimity. Although some degree of consensus is needed, 
whole society does not need to share them, but they may as well be 
shared by a small group of people. Moreover, individuals of the same 
group may differ in terms of a shared representation. Also Doise et al. 
(1993, 2001) have criticised the approaches that focus mainly on a 
consensual notion of social representations and proposed a model of 
“three phases” (see above chapter 4.1.3). Criticism targeted at shared and 
consensual nature of social representations has led Moscovici (1988) to 
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make the distinction between hegemonic, emancipated and polemic 
representations, which vary in terms of how shared representations are 
expected to be among and between social groups (see more in chapter 
4.2.4) 
4.4.5 Too Cognitive? 
One major criticism towards SRT maintains that it characterizes 
representation as a cognitive phenomenon that can largely be explained 
by psychological processes. In particular, British discursive school has 
addressed SRT with strong criticism, but these authors (e.g. Potter & 
Litton, 1985; Potter & Wertherell, 1987; Potter & Edwards, 1999) seem 
to discuss the theory to refute it and replace it with an alternative 
approach, discursive psychology. Thus, much of this criticism is an 
attempt to compare the discursive approaches with SRT, in order to show 
the advantages of the notion of interpretative repertoire compared with 
social representations. (e.g. Räty & Snellman, 1992; Castro, 2003). 
This becomes particularly evident in the text by Potter and Edwards 
(1999). Most claims from the part of discursive psychology attack the 
cognitive nature of social representations. As Potter and Edwards (1999, 
p. 449) insist “representations are, mostly, treated as cognitive structures 
of grids which make sense of information particularly about unfamiliar 
social objects”, and not as a feature of participants' practices, where they 
are constructed, described and oriented, like in discursive psychology. 
Ivana Marková (2000), on the other hand, sees many of the claims 
presented by Potter and Edwards as incorrect and misleading. Contrary to 
static and individualistic epistemologies, she argues that SRT, in 
Moscovici’s formulation, belongs to dialogical epistemology in which 
the construction of knowledge is a dynamic and social process. 
Allansdottir et al. (1993) emphasize that the SRT has introduced the 
notion of social into the discipline of social psychology as a reaction 
against the predominant individualistic Anglo-Saxon paradigm. 
Nevertheless, these authors criticize the attempts of some researchers to 
use social representations to fulfill the “lack of social” and use SRT as a 
“convenient social package” for the social psychological research. 
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4.4.6 Universal or Particular Concepts? 
Michael Billig (1991, 1993) criticizes some central concepts of SRT, but 
instead of rejecting the theory, his aim is to clarify some central issues of 
SRT and find points of contact between SRT and his own rhetorical 
approach to social psychology. 
Billig’s critique (1991) of SRT revolves primarily around the 
concepts of universalism and particularism. He maintains that the 
problem with defining SRs is that many scholars have used the concept 
of SRs in both universal and particular senses. Universal representation is 
the kind of common sense that is presumed to be found in all forms of 
society in all historical epochs. In a particular sense of the concept, social 
representations are seen as peculiar to modern societies.  
Billig (1991; 1993) argues that Moscovici and social representation 
theorists use both universal and particular concept of social 
representation. Sometimes social representations are to be found in all 
societies and sometimes social representations are presented as a 
particularly modern form of social knowledge. Especially when 
Moscovici (1984, pp. 12–14) talks about “the era of social 
representations” he claims that SRs are phenomenon of modern societies 
in which scientific knowledge and thinking is predominately filling the 
modern mind. Even so, Moscovici has never argued that social 
representations could not exist in traditional societies (e.g. Voelklein & 
Howarth, 2005). Many studies (e.g. Wagner, Duveen, Themel, & Verma, 
1999; Pirttilä-Backman et al., 2006; Kassea, Sakki & Pirttilä-Backman, 
2009; Sakki, et al., 2010) showing the utility of social representation 
paradigm in the context of traditional societies, are consistent with the 
latter interpretation.  
Specifically, Billig’s (1991) criticism focuses on the processes of 
anchoring and objectification, and whether these should be interpreted as 
universal or particular. Generally speaking, Billig's take on the matter is 
that anchoring is a universal, while objectification remains a particular 
process, since non-objectified thoughts are possible. Billig adopts what 
he calls a strategy of counter-process–whenever a psychological process 
is considered, one must always look for the counter process (see more 
about particularization and transcendentalization in chapter 4.2.1)  
According to Billig (1987; 1991) SRT should be careful to analyze 
not only homogeneity, but also, the coexistence of contradictory themes 
in common sense. Most importantly, Billig stresses that social 
representations should not be seen only as a product of dialogue between 
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individuals and groups, but also, the importance of negation, 
argumentation and criticism should be considered as part of the 
generation of social representations. However, this aspect is not entirely 
missing in SRT; the concept of cognitive polyphasia in Moscovici’s 
seminal work (1961), and in particular, the more recent re-
conceptualisation of the theory in terms of themata (Moscovici & 
Vignaux, 1994), give emphasis to the contradictory and argumentative 
nature of thinking and common sense. 
4.5 RESEARCH QUESTIONS  
As has been discussed previously in chapter 2, the European integration 
process cannot proceed without some support from the part of the 
European citizens. One can say that it is the legitimacy of the EU, which 
has motivated the search of a European identity. Since the 1980s, the 
European Community saw education as one of the key factors in 
fostering and promoting the European belongingness (see chapter 3). The 
mass, European level educational system was seen as one answer to 
derive a sense of European identity among the citizens (Smith, 1992). 
Despite some major actions taken for the europeanization of the 
educational systems (see chapter 3), the educational systems continue to 
be run by and for national states. As Anthony Smith (1992) points out, 
textbooks are mostly written from national perspectives and even though 
books may include positive references to contemporary Europe, they are 
national in their content and intent (also Cinnirella, 1996, p. 270). Even 
though high school students cannot remember or even deal with all the 
material represented in the textbooks and even if they have access to 
other materials that enable them to develop a representation of the 
European Union, alongside with media, educational system is a powerful 
channel in transmitting social representations (Smith, 1992; Cinnirella, 
1996; Howarth, 2004). Since the collective notions and values are 
transmitted to citizens through media and educational systems, the 
national curricula and textbooks make an interesting starting point for the 
study of European integration and of national and European identities. 
Moreover, as Smith suggests (1992), it is relevant to examine how far 
educational systems are harmonised and textbooks written from the 
European standpoint. 
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Also Marco Cinnirella (1996, p. 270) underlines the role of 
socialisation and education in forging a stronger European identity. He 
claims that the European identity would be best embedded via 
socialisation in the family and educational practices that promote positive 
social representations and identities of Europe.  
As has been discussed previously in this chapter, there is a linkage 
between social representations and identity. After all, social identities are 
part of social knowledge and based on social representations. Thus, as 
Licata (2003) has argued, to promote European identification, the 
representation of Europe and the nation-state should be complementary 
rather than antagonistic. Consequently, one can ask if the identification 
for Europe is considered as a desired goal, and should the national 
textbooks represent the European integration positively. 
The assumed mutual relationship between national and European 
identification and social representations of the European integration 
process forms the starting point for this study. The social representations 
theory provides a comprehensive framework for the study of the 
European integration. The European integration is a dynamic process that 
changes quickly and influences the daily life of its citizens. Sometimes 
these economic and political changes take place at short notice and 
people have difficulties to cope with them. The approach of social 
representations tries to explain what happens when some abstract, 
unfamiliar or troubling object–like the European integration–is 
encountered and how we try to understand and explain it. In the present 
study, I intend to explore the social representations of the European 
integration in the curricula and textbooks of history and civics in five 
European countries: France, Britain, Germany, Finland and Sweden. I 
aim to explore what is written on the European integration and how it is 
portrayed–how the European integration is understood, made familiar 
and concretised in the textbooks of the five European countries.  
In other words, the main focus of the study lies in the social 
representations of the European integration in the textbooks. I believe 
that textbooks contain both scientific and common sense knowledge. On 
the one hand authors of the books have a vital role in the design of the 
books. Although they may try to base their work on scientific results and 
facts, they should be seen as sort of “semi professionals”, who will 
inevitably bring in their own visions of the world that are based on both 
their professional and personal experience. On the other hand, textbooks 
must be written in line with national curricula, and thus, the social 
atmosphere and the wider social representations prevailing in society 
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may influence the textbook formation. In other words, textbooks aim to 
impose an official or authorised version of the development since they 
presumably reflect the concepts contained in curricula set up by the 
governments. Thus they contain the knowledge that an older generation 
wishes to transmit to the younger generation (Pingel, 2000). Due to the 
normative effect of curricula on textbooks, the role played by the 
European integration in the national curricula of history and civics in the 
five countries will be explored. Obviously, one cannot test the causality 
between the ideas reflected in curricula and social representation of the 
European integration presented in the textbooks, but these two sources of 
social knowledge will be compared in the discussion section of the 
research (in chapter 8.1).  
As a part of an extensive study on the social representations of 
researcher among young people, Elisabeth Lage (1978) explores French 
school textbooks as one source of representations to trace the ideas that 
are transmitted to pupils through school institution. She notes that behind 
the multitude of textbooks, there exist a remarkable unity of content and 
pedagogy; the authors of the schoolbooks seem to follow the same model 
and disclose the same discourse. Consequently, we can assume that there 
might also exist a shared way to portray the phenomenon European 
integration in the textbooks of one country. 
To grasp the phenomenon of European integration in textbooks in its 
entirety, my intention is to investigate it from various perspectives. Most 
studies with the approach of social representations have focused on 
describing the content and structure of representations, while the 
operation of processes underlying social representations is more rarely 
explored (see e.g. Breakwell & Canter, 1993; Doise, 1993; Jodelet 2008). 
As Bauer and Gaskell (1999, p. 175) formulate “a representation without 
content is an oxymoron”. Thus, the primary aim of any SR research is to 
describe the content of representations (e.g. Breakwell, 1993, p. 181). 
These contents of representation are shaped by the processes of social 
representations. The unfamiliar object of the European integration is 
familiarized by the processes of anchoring, objectification and 
naturalisation. Thus, besides studying the content of social 
representation, I aim at exploring the underlying processes as well.  
Besides having content, each social representation also has a certain 
structure. It has been shown that different elements of content play 
different roles in a social representation and take different positions 
within its structure (e.g. Wagner et al., 1996), which means that the 
structural analysis of social representations can supplement the analysis 
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of the content. Since the central core forms a constitutive part of a social 
representation, its identification sheds light on the transformation process 
of a social representation (e.g. Moloney & Walker, 2000). Moreover, it 
can be assumed that social knowledge without a core element and a 
structure is not a social representation in the real sense of the word but 
only loosely organised social knowledge (Wagner et al., 1996). 
Therefore, in addition to the study of contents and processes of a social 
representation, I will also try to explore its central core element. 
In addition, another analytical tool, often underutilised in the study 
of social representations (e.g. Moscovici & Marková, 1998; Doise, 1993) 
is applied from the second part of Moscovici’s (1961) seminal work.  I 
suggest that the forms and goals of communication concerning the topic 
of the European integration vary according to the countries. Thus, to 
study the operation of communicative systems underlying the social 
representations of the European integration, I aim at exploring the use of 
diffusion, propagation and propaganda in the textbooks of the five 
countries.   
Social representations are historical, and in order to understand the 
representations of today, we need to consider the representations of 
yesterday (Moscovici, 1984, p. 10; de Rosa, 1987). Thus, I aim to trace 
historically the development of the social representations of the European 
integration in the textbooks of the five European countries. This is done 
by comparing the books published in different time periods. 
There are multiple ways of expressing social representations. 
Besides words, there are other means like images, sounds and rites that 
contribute to the construction of reality (de Rosa & Farr, 2001, p. 238). 
Thus besides analysing only textual material included in textbooks, I 
intend to look at symbols and meanings that are associated with the 
European integration and communicated through images. The visual 
images are considered to be sources for activating the emergence of 
social representations, products of social representations and mediums 
that allow the transmission of social representation (de Rosa & Farr, 
2001, p. 242). In the analysis of visual material, the images are primarily 
considered as products of social representations in which the process of 
objectification plays a central role. I aim to explore how the European 
integration is communicated through visual images. 
In the results section (chapter 7) the social representation of the 
European integration in each of the five countries will be analyzed 
separately. Each country analysis will consider the contents, processes, 
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images, transformations, structures and communicative systems of social 
representations and textbooks. 
Throughout the study one needs to keep in mind that social 
representations are always context dependent; they are tied to a specific 
point in time (e.g. Bauer & Gaskell, 1999). There are many political, 
social and cultural differences between the five countries of the study, 
which lead me to assume that the social representations of the European 
integration also vary according to the country. Although all the five 
countries of the study are members of the European Union, they have 
different histories, EU policies and statuses in the European context, all 
of which presumably shape the construction of social knowledge in the 
textbooks. Thus, it is interesting to compare whether the national 
textbooks are harmonized from a shared European perspective. Are there 
any consensually shared, hegemonic representations of the European 
integration, or perhaps some conflicting, polemic representations 
between the countries? The country based results will be compared in the 
discussion section (in chapter 8).  
More specifically, the research questions are the following: 
Curricula 
 How the European integration appears in the national 
curricula of history and civics in France, Britain, Germany, 
Finland and Sweden? 
Textbooks 
 Are there social representations of the European integration 
in the textbooks of the five European countries?  
 What are the contents of the phenomenon of the European 
integration? 
  How the phenomenon of the European integration is 
formed in textbooks? 
 How the phenomenon of the European integration is 
communicated through visual images? What kinds of 
symbols and meanings are associated to the European 
integration through images? 
 How the phenomenon of the European integration has 
transformed during the years, if it has transformed? 
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 What is the core element of the phenomenon of the 
European integration? How the phenomenon of the 
European integration is structured? 
 What is the system of communication underlying the 
phenomenon of the European integration in the textbooks of 
the five countries?  
The structure of the analysis in the results section (in chapter 7) follows 
the operationalisation of the theory; contents, processes, image, 
transformation, structure and communicative systems are considered 
separately although for a large part they are overlapping theoretical 
concepts. 
The last two research questions will be discussed in the final chapter 
8. 
Between Country Comparisons 
 What are the main differences and similarities between the 
countries? In other words, are there some hegemonic, 
emancipated or polemic representations concerning the 
social representation of the European integration in the 
textbooks of the five countries? 
Curricula versus Textbooks 
 How far the social representations of the European 
integration reflect the ideas contained in national curricula? 
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5 RESEARCH METHODS  
In the following chapter I aim to present the research methods of this 
study. The chapter is divided into two parts. The first part concentrates 
on the research material–textbooks. I will talk about some factors behind 
the textbook production. I will also describe the criteria for selecting 
certain textbooks and explain in details the choice of countries and the 
process of data collection.  
The latter part of the chapter aims to shed light on the 
methodological choices and techniques of the analysis. I will first 
elucidate the way in which the methodology is rooted in the theory of 
social representations. After that I will describe the use of four 
procedures of analysis in more detail. Finally, in order to facilitate the 
reading, I will present a structure of the textbook analysis. 
5.1 TEXTBOOKS AS RESEARCH 
MATERIAL 
Textbooks form the basis for the teaching of the subject (e.g. Oonk, 
1993). They are important since they do not only transmit facts and 
information, but also norms and rules of societies, ideologies and images. 
Overall, textbooks continue to be written from perspectives of each 
society. Therefore, textbooks are a particular kind of data and they must 
be seen in a wider political-cultural context. (Unesco, 1999, p. 11.)   
This study aims to adapt the general guidelines set by the “UNESCO 
Guidebook on Textbook Research and Textbooks Revision11” (Unesco, 
                                                          
 
 
11 The revision of textbooks dates back to the times after the World War 1 and 
foundations of the League of the Nations which began to combat against xenophobia and 
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1999). According to the Guidebook, there are several criteria that should 
be considered when establishing a textbook research. First, such factors 
as educational system, curricula, adoption procedures and structure of 
publishing houses should be explored. Some of these factors will be 
discussed briefly later in this chapter, whereas for instance the 
educational systems and the role of curricula, will be examined in 
chapter 6. As the Guidebook (p. 20) suggests textbooks’ representations 
will be interpreted against the curriculum background in chapter 8.1, 
where my aim is to examine how far the curricula and textbooks are 
harmonized.  
Second, one should consider which methods to apply. According to 
the Guidebook (p. 22), the books may be regarded from didactic or from 
content analytic perspective. In this study I have chosen a content 
analytic perspective over a didactic one, which is often the interest of 
teachers. Guidebook does not prefer any single method over the others, 
but stresses that the methodological choices depend on the analytical 
purposes: whether one aims to identify the obvious content, didactic 
approaches, the hidden curriculum or perhaps the underlying 
assumptions and connotations which text evokes. Quantitative methods 
are characterised as determining ”how many times a term is used, a 
person or people are mentioned” and ”how much space is allotted to a 
country or topic, etc.”12 From this it follows that quantitative methods 
can tell about the emphases of the text, but not about the values and 
interpretations. Instead, qualitative methods answer such questions as 
”what does the text tell us, what messages does it transmit?”(p. 45). In 
                                                                                                                      
 
 
stereotypes widely common in the textbooks of former opponents. In 1937, 26 states signed 
a declaration regarding the teaching of history and revision of school textbook. Even more 
determined approach for textbook revision was adopted with the foundation of United 
Nations and UNESCO after the Second World War. The first handbook of the improvement 
of textbooks and teaching materials as aids to international understanding was published in 
1949. In the following years UNESCO organised several seminars and aimed to bring 
together teachers, textbook authors and educational authorities in order to promote 
international understanding. In practice the work aimed at correcting factual errors in 
textbooks but also at developing awareness of diversity of peoples and cultures. 
12 The Guidebook is rather simple in what becomes to the quantitative methods, for 
example multivariate statistics could provide a more elaborated way for the analysis of the 
data. 
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this study, both quantitative and qualitative methods are used: 
quantitative to explore the main topics of the text and qualitative to 
examine their underlying connotations. However, UNESCO’s 
instructions concerning the methods of analysis remain quite sketchy and 
insufficient, and therefore, I have based my analysis to more specific 
methodological principles which will be further discussed in chapter 5.2.   
The above presented general criteria for textbook research are kept in 
mind throughout the study. Next, in accordance with the Guidebook, I 
will first describe some factors, which may influence the content of the 
textbooks. Then, I will explain the detailed criteria for the book selection. 
Finally, I will describe why I chose the five countries for this study and 
how the books were acquired from each of these countries. 
5.1.1 Factors behind the Textbooks 
Textbooks have different functions. They are not only sources of 
information, but they may also convey ideologies and political trends 
(e.g. Pingel et al., 2000; Soysal & Schissler, 2005). Such factors as 
politics, curriculum and the textbook market may play an important role 
in the development and production of textbooks. 
 Textbook authors are usually either teachers or researchers which 
may have an effect on the outcome. As one of the Finnish textbook 
authors, Seppo Hentilä noted, the main motivator for a researcher to 
participate in a textbook revision is not the money, but the will to 
participate in the construction of historical consciousness of the younger 
generation (Hentilä, personal communication, 2.3.2010). The role played 
by the textbook authors is undeniable (e.g. Holmén, 2006). After all, it is 
the author who decides which topics are discussed in schoolbooks and 
which are not. Consequently, it is possible that the author’s personal 
opinions influence the textbook content. (e.g. Hentilä, personal 
communication, 2.3.2010; Holmén, 2006). However, there are several 
factors that restrict author’s power in the design of the books. For 
example, the publisher has some influence over the contents of the books 
and more importantly, the books must be written in line with the national 
curricula. (ibid.) 
When designing a study on textbooks, one cannot avoid the question 
of politics. How does the political atmosphere affect textbooks? Can the 
image of Europe vary according to the political opinions of the current 
minister of education? Different countries have different textbook 
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traditions. For instance, in Germany, the Minister of Education may 
refuse a use of textbook, but in principle it should not be done only on 
the basis of divergent political opinions of the minister in charge (e.g. 
Bolmont, 1997). Basically, each of the 16 Länder exercises a certain 
degree of control over textbooks with varying degree of strictness (e.g. 
Pingel, 2000). Textbooks are generally approved if they are in line with 
the educational objectives and syllabuses, and if the quality of printing 
and the price of the book are appropriate (INCA Germany, 2008). 
However, previous studies on textbooks (e.g. Holmén, 2006) indicate 
that textbooks are influenced by foreign policy trends and country’s 
social climate. Political events may have radical effects on the textbook 
formation. For example Seppo Hentilä, a Finnish textbook author, 
mentioned that the rejection of the EU Constitution in 2005 and the three 
year period of reflection that followed it, clearly reduced teachers’ 
interests in the EU, and consequently, had an effect on the decrease of 
the European integration discourse in the forthcoming textbook editions 
(personal communication, 2.3.2010). 
The main channels for transmitting political ideologies to textbooks 
are the national curricula, set out by the governments (and their 
ministries of education). The written curricula are often results of a long 
process of discussion among educational experts, politicians and public 
officials (e.g. Göttel, 1993). The national curricula in the five European 
countries will be examined further in chapter 6. 
The textbook market is another factor behind the use of certain 
textbooks. There is an open market for textbooks in most EU-countries, 
which means that any private company may put together teams of 
authors and produce a textbook (Pingel, 2000). However, most of the 
time the textbook market is largely dominated by only a few publishing 
houses.  
In France, textbooks are produced by private educational publishers 
(Touzalin, 2005). They are based on the curricula and official 
recommendations of the Ministry of Education. The choice of textbooks 
in upper secondary education is made by teachers. As upper secondary 
education is not included in compulsory education, families usually pay 
for the textbooks (INCA France, 2008). Nathan, Hatier, Belin, Hachette 
and Bordas are the major educational publishers. 
In England, textbooks are also produced by commercial publishers. 
They do not have to be approved by the state, although the guidelines of 
curricula influence the contents of the textbooks (Pingel, 2000; INCA 
England, 2008). Teachers have autonomy to decide the material they 
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want to use. Schools provide books for the students during compulsory 
education (INCA England, 2008.) The choice of textbooks is very wide 
and varied. Oxford, Heinemann, Collins Education, John Murray, 
Hodder are among the leading educational publishers in England. 
In Finland, the national core curriculum is drawn up by the Finnish 
National Board of Education, a subordinate of the Ministry of Education. 
Nevertheless, textbooks are published by commercial firms and they are 
not approved by the state. There are only four publishing houses 
producing textbooks for the upper secondary school level: WSOY, 
Otava, Tammi and Edita13. These publishing houses dominate the 
textbook market. Students or their families pay for the books. 
In contrast, in Sweden, textbooks are distributed to pupils free of 
charge by the schools. However, like in other countries, textbooks are 
published by commercial firms and they do not need to be approved by 
the state. Teachers make the choice of educational material. (INCA 
Sweden, 2008.) There are several publishing houses producing 
textbooks: Liber, Bonnier utbildning, Gleerups and Studentlitteratur are 
among the major ones. 
Germany differs from the above presented countries since all 
textbooks used in upper secondary schools must be approved by the 
School Book Committees of the Länder Ministries of Education. There 
are sixteen Länder in Germany each of which has a Ministry of 
Education that publishes a list of approved textbooks. Generally 
speaking, students attending state schools are given textbooks on loan, 
but rules may vary from Land to another. (INCA Germany, 2008.) 
Among the major educational publishers are Klett, Diesterweg, 
Cornelsen, Westermann, Schroedel and Oldenbourg.  
5.1.2 Criteria for the Textbook Selection 
The selected five countries represent different educational and 
schoolbook systems.  To study and compare books of different countries, 
I aimed to set some common guidelines for the book selection. The 
                                                          
 
 
13 In addition, two companies, Söderström and Schidts, publish educational material 
for Swedish-speaking Finnish (5.5% of population), which means their readership is not 
high. 
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number of chosen textbooks varies from six to eleven per a country. My 
selection criteria are based on the following: 
First, I decided to choose mainly textbooks of history and civics, 
since these subjects are relevant to an education of the European 
integration (see also Unesco, 1999, p. 8; Pingel, 2000; Soysal & 
Schissler, 2005). These subjects also attempt to explain our roots and 
who we really are (Pingel, 2000). Due to the tight link between history 
and geography in the French educational system (often learned from the 
same book), geography was included in the analysis of the French 
curricula and textbooks.  
Second, I wanted to examine textbooks in wide use to improve the 
generalization of the results. However, there are not always official 
statistics available on the ranking of the publishing houses and books 
(see also Pingel, 2000). Consequently, the information was sometimes 
obtained from publishers or even from booksellers. In other words, the 
second criterion for the material was that the selected textbooks were 
published by the major publishing houses of each country14. 
Third, I aimed to focus on textbooks, which were currently used in 
upper secondary schools. Therefore, my third criterion was to select 
textbooks which were on sale and therefore, in active use. However, 
since I also aimed to compare how the image of Europe was changing 
over time, I chose textbooks from the earlier years. This choice was 
dependent on the country’s history in the European integration process. 
For instance, there was no point in choosing Finnish history textbooks 
from the 1970s or 1980s since by that time, based on my observation, 
there was not much, if anything, on the European integration in the 
textbooks. On the contrary, since France has been involved in the 
European integration process from the beginning, textbooks were also 
chosen from the earlier years of the 1970s and 1980s. However, it was 
quite difficult to find the older textbooks and thus, the sample from the 
earlier years is not representative. 
Fourth, I aim to explore the social representations of the European 
integration. Therefore, the selected textbooks should contain at least 
some parts dealing with the subject of my study, the European 
                                                          
 
 
14 Generally, teachers decide, which textbooks are used and this information is not 
recorded. Therefore, there were no means available to check whether there existed a widely 
used textbook published by a small editorial house. 
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integration. Most selected textbooks included a chapter on the European 
integration but in some books, the topic was also integrated into other 
subjects.  
Fifth, I wanted to choose history and civics textbooks aimed at 
upper secondary students. Therefore, my study concentrates on 
textbooks used in the upper secondary school. Depending on the school 
system, pupils are usually between 14 and 18 years of age. This age 
group was chosen since the 20th century history and the European 
integration are compulsory subjects at least to this age group (e.g. Pingel, 
2000). 
5.1.3 The Choice of Countries and the Process of Data 
Collection 
The gathering of data was sometimes demanding and challenging. The 
criteria I had set for my data made it even more difficult, in particular, 
restricting the study to textbooks, which dealt with the European 
integration. During the data gathering process I contacted several 
companies and institutes: publishing houses, Ministries of Education, 
embassies etc. However, most of my data was finally obtained in two 
ways: from private educational publishers and from the Georg Eckert 
Institute for International Textbook Research. I visited the institute, of 
which library has a worldwide collection of international textbooks on 
the subjects of history, geography and civics, in November 2005.  
The choice of countries was guided by several reasons. In the 
following, I will give a brief description of each of the five selected 
countries and of the data gathering process. 
France is a founder member state of the European integration 
process. France represents the old Europe around which European 
cooperation was originally built. Being one of the most influential 
countries in the world, it was selected for this study. French textbooks 
were not easy to find. Most educational houses (like Belin and Nathan) 
were contacted several times without any success. However, some 
educational publishers (like Hatier, Hachette, Magnard) were willing to 
contribute to the research by providing some useful textbooks. Despite 
the lack of interest from some publishers, I found the needed books of 
Belin and Nathan from the Georg Eckert library. Also, most of the older 
textbooks (from the 1990s, the 1980s and the 1970s) were obtained from 
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the Georg Eckert library, except one book, which was bought from a 
bookshop in Paris.  
The United Kingdom is a key player in the current European Union. 
Although Britain joined the European community already in 1973, it has 
remained outside the EMU and the European single currency. Due to its 
resistant attitude towards the European integration, it is interesting to 
examine how Europe is represented to its pupils in textbooks. Some 
British educational houses (such as Harper collins, Pearson education) 
were quite supportive in providing textbooks for my research. However, 
all obtained textbooks did not meet the criteria and therefore, were not 
used for the analysis. Most of the books (Oxford, Hodder, Murray) were 
found and copied in the Georg Eckert library. One textbook (Collins 
history) was bought directly from the educational publisher. 
Germany was chosen for this study mainly because like France, it 
was among the founding countries of the European integration process. It 
also has the biggest population and it is the largest economy in the EU. 
Most of the textbooks were obtained from the Georg Eckert Institute 
since they have a vast collection of German history textbooks from 
different educational publishers and from different years. Only one 
(Diesterweg) was purchased from a bookshop in Germany and one 
textbook from the 1990s (Westermann) was borrowed and copied from 
the German School of Helsinki.  
Finland stands for a geographical periphery and a northern 
dimension in the EU. The research was carried out in Finland and 
therefore, it was a natural choice for the study. Finnish upper secondary 
textbooks were relatively easy to find. All major textbook publishers 
(WSOY, Edita, Otava) were helpful in providing material for the 
research. They sent me several textbooks, also some which were finally 
not included in the analysis. The older textbooks were found from the 
library of Educational Sciences at the University of Helsinki and I also 
made use of some of my own old history and civics textbooks.    
Sweden represents a northern dimension in the EU, having largest 
population of the Nordic countries.  Sweden was mainly chosen because 
Swedes’ opinions of the EU have been critical since its entrance in the 
EU in 1995. Moreover, it is interesting to see whether two Nordic 
countries, Sweden and Finland differ regarding the textbooks’ image of 
the European project. Most Swedish educational houses (Gleerups, 
Studentlitteratur, Bonniers) answered my request by providing some 
useful current textbooks. However, finding textbooks from the earlier 
years was difficult. I had to settle for one textbook from both the 1990s 
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and the 1980s, which were found from the library of the Georg Eckert 
Institute. 
The first three countries presented above, are the most influential 
countries in the current European Union (cf. number of seats and votes 
per country in the European Parliament and the Council of Ministers) 
whereas the two latter countries represent the northern periphery in the 
Union. The two latter countries, Finland and Sweden, were also chosen 
because of the researcher’s fluency in Finnish and Swedish languages. 
Indeed, language limited the choice of countries–it is why I could not 
study, for instance, Portuguese, Polish or Bulgarian textbooks. I am able 
to read all the languages of the textbooks I have chosen, but in those in 
which my language skills are poorer (mainly German), I drew on the help 
of people who were either native speakers or whom I knew to master the 
language well.   
5.2 A METHOD OF SOCIAL 
REPRESENTATIONS 
The aim of the analyses was to explore the phenomenon of the European 
integration in textbooks: what is written on the EU and how it is written? 
What kinds of images of the European project are constructed in the 
textbooks of the different countries, of different publishers and of 
different years? 
How to approach social representations of the European integration? 
As Breakwell and Canter (1993) point out almost every method of social 
sciences has been used in the study of social representations. The variety 
of strategies, sources of data and modes of analysis demonstrate the 
richness and complexity of social representations (cf. also criticism in 
section 4.4.3). Despite the variety of research some common 
methodological frames have been formulated by several authors. 
Moscovici (1984) set four methodological principles in one of his basic 
texts: First, one should obtain material from samples of conversations 
normally exchanged in society. Second, one should consider social 
representations as means of re-creating reality. Third, the character of 
social representations is revealed especially in times of crisis and 
upheaval, when a group or its image is undergoing a change. Fourth, 
people who elaborate such representations should be seen as something 
akin to amateur scholars and the groups they form as modern-days 
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equivalents to those societies of amateur scholars that existed about a 
century ago. Especially the first and third principles contain such 
methodological requirements, which are not always easily captured in the 
study of social representations. The study of social representations often 
works with naturally occuring communications, but not all phenomena 
can be accessed in streets or in cafés and therefore, other kinds of data 
are also used extensively (Breakwell & Canter, 1993; Flick, 2000). 
Focus-group interview is mentioned as one method which comes close to 
the every-day conversations demanded by Moscovici (Flick, 2000, p. 
103). The third principle would require that we would study only those 
phenomena, which are just emerging in the social sphere. However, as I 
have discussed previously, all sort of phenomena have been studied from 
the perspective of social representations (see Wagner et al., 1996), most 
of which exist long before one starts to study them. However, not all 
phenomena should be studied as social representations: only those, which 
have social and cultural relevance.  
More recently Bauer and Gaskell (1999) have set seven paradigmatic 
principles behind the ideal type of research. First, one should concentrate 
on both contents and processes of representations. Second, one should 
consider the question of social milieus and natural groups: whether there 
exist strongly or weakly defined social groups or milieus for a particular 
representation. Third, one should examine both informal (e.g. 
conversation on the street) and formal (e.g. newspapers) communication 
arrangements. Fourth criterion concerns multi-method analysis. Fifth one 
advises to collect longitudinal material. Sixth principle underlines the 
significance of a phenomenon (e.g. European integration, biotechnology) 
as an object for the study of representations. And finally, the seventh 
criterion calls for the sensitivity to other than own perspective and 
“abstain from the tendencies of social engineering”(p. 179).  
Many criteria proposed by Bauer and Gaskell (1999) are shared 
principles among social representation researchers. In particular the 
complexity of the phenomenon often requires the use of multiple 
methods (e.g. Lage, 1978, Farr, 1993; Sotirakopoulou & Breakwell, 
1992; Breakwell & Canter, 1993) since different methods reveal different 
elements of representation. Historical perspective is as well another 
binding feature among researchers (e.g. Wagner et al, 1999). Moreover, 
the study of social representations should take into account the context 
and diversity of voices (Wagner et al., 1999; Doise, 1993) and not only 
treat them as consensual beliefs. Also the special character of social 
representations, combining both the individual and social level, sets some 
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methodological challenges for the empirical studies. If the individual 
interviews or questionnaires are the sole means of accessing social 
representations, the important question remains: how to access social in 
individual responses? How to define group membership’s influence in 
individual responses? (Flick, 2000; Doise, 1993.) Gail Moloney (2007, p. 
62) does not see this as a problem, since “to investigate what the 
individual understands about a social issue is to investigate also how that 
issue is socially derived, as it is individual activity that constitutes the 
social, and socially derived, understandings that inform individual 
thinking about social issues”. 
In this study I aim to apply most criteria formulated by Bauer and 
Gaskell (1999). I will study contents, processes (anchorings and 
objectifications, but also communicative processes) and structures of 
representations. With regards to natural groups and milieus I intend to 
explore the social representations of the European integration in the five 
different countries which can be seen as natural groups since majority of 
their populations share the same past and awareness of group’s history15. 
The data has been collected from different years in order to study the 
transformation of representation in its historical context and through 
time. I will analyze two kinds of data: curricula and textbooks. By 
combining both quantitative and qualitative methods I aim to give a more 
vivid and many-sided picture of the object of research. 
A theory can also give concrete ideas and concepts for the analysis 
(e.g. Flick, 2006). Therefore, as I intend to demonstrate in the following 
sub-sections, the social representations theory also guides the analysis of 
data more concretely. The first tool for the analysis, ALCESTE, has 
previously been successfully used in the study of social representations 
(e.g. Kalampalikis, 2003; Lahlou, 1998; Baugnet & Fouquet, 2005; Klein 
& Licata, 2003). Moreover, some basic ideas of the SRT make the 
starting point for the qualitative content analysis.   
The image of the European integration was approached by three 
methods and a procedure that was a combination of these three methods, 
which will be discussed in depth below. However, the very first stage 
before the use of specific methods was to read through the selected 
                                                          
 
 
15 Social psychologists have defined a group in several ways, for instance by similarity 
of the group members or by their interdependence (e.g. Marková, 2007). In this study, a  
group is defined by the existence of a common project (Bauer & Gaskell, 1999). 
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textbooks and choose the material for the closer analysis. All parts of the 
textbooks where the European integration (post 1945 development) was 
somehow discussed were chosen16. After choosing and reading through 
the selected data several times it was scanned and taken into two 
different softwares. The scanning process was not without problems. The 
quality of some copies of the books was so poor that in the process of 
scanning some words or paragraphs were lost or changed. As a 
consequence I had to type in some parts of the books myself. This was a 
problem especially with the German textbooks. The softwares, 
ALCESTE and Atlas-ti, were used to facilitate the analysis of data. 
However, their use aimed at different purposes. Whereas ALCESTE 
software was used as a method of analysis, the other software, Atlas-ti 
was used as a tool to facilitate the processes of qualitative content 
analysis. 
5.2.1 ALCESTE as an Analysis Method 
ALCESTE is a textual data computer program as well as a methodology 
for text analysis. (e.g. Kronberger & Wagner, 2000; Kalampalikis, 2003). 
It is a tool for investigating the distribution of vocabulary in a written 
text, but also a methodology integrating different sophisticated statistical 
methods, like segmentation, hierarchical classification and 
dichotomization, into “an organic whole that perfectly suits its aim of 
discourse analysis” (Kronberger & Wagner, 2000, p. 306). ALCESTE 
puts weight on the role of language aiming to distinguish word classes 
that represent different ways of talking about an object, differing forms 
of discourse concerning the topic of interest. Thus, the aim is to 
understand collectively shared discourses, social representations, of the 
topic of interest–in this case of the European integration in textbooks. 
Therefore, the program was chosen as a method to find out what is 
written on the European integration. Which are the major discourses or 
contents and how much they are discussed in textbooks?  
ALCESTE is a statistical analysis program which automatically 
describes and classifies textual material. It aims to quantify text for 
qualitative interpretation. There are two preconditions for good results 
                                                          
 
 
16 More detailed presentation of data will be presented in the beginning of the results. 
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with ALCESTE: First, the textual data must be coherent, in other words, 
it must be about the same topic and in one language at time. Second, the 
text must be large enough, in other words, it must contain at least 10 000 
words. (Kronberger & Wagner, 2000.) 
First step of the analysis is to submit the scanned and cleaned17 
textbook data to ALCESTE18. ALCESTE cuts the textual data into small 
text units which are called elementary contextual units (ECUs). They 
more or less match the size of a sentence or a small paragraph. The 
program automatically determines an ECU by considering the length of 
the statement and the punctuation used19. However, the languages are 
different when it comes to the number of words in a sentence. For 
instance, in Finnish language elementary context units consisted often of 
several sentences since the number of words in a sentence is clearly 
smaller in Finnish compared for instance to French or English languages.  
ALCESTE software does not take into account articles, pronouns or 
conjunctions, but analyses only so called ”real words” (nouns, verbs, 
adjectives, adverbs).20 The next step in the analysis is the lemmatisation 
                                                          
 
 
17 Text was first saved as a simple text file. Then, I began to prepare the text by 
“tagging” (by using asterisk) the documents with identifying information—in this study, the 
book identity, the publisher and the decade of publishing. After that the text was further 
edited, for instance all names and expressions consisting of several words, such as 
European Union, Charles de Gaulle, United Kingdom etc. were combined by using 
underscore sign (_), i.e. Etats_Unis. This was a time-consuming process. Finally, some 
minor changes were made to the text in order for it to be read by ALCESTE—i.e. asterisks 
were eliminated (asterisk signifies a tagged word), dollar signs were replaced by the word 
“dollar” (since the actual dollar sign is used to signify the end of a speech) and 
abbreviations in capital letters were changed to lower case letters (e.g., IMF to imf). 
18 The analysis strategy follows to a large extent the analysis described in Klein and 
Licata (2003). 
19 The program conducts two preliminary analyses, each using slightly different 
lengths for the contextual unit. It then opts for the length that allows the greater proportion 
of ECUs to be successfully classified. 
20 ALCESTE provides dictionaries for French, English, Italian, German, Spanish and 
Portuguese languages which are not always complete. It does not cover, for instance, 
Finnish and Swedish languages. However, ALCESTE also works for those languages 
without dictionaries, but in this case it does not identify function words (articles, 
prepositions). To improve the ALCESTE results (exclude articles, conjunctions), one can 
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which means a process of grouping together the different forms of the 
word. In practice, the analyzed words are reduced to their root (e.g. 
Europe+ will include European, Europeans etc.). As regards to Finnish 
language, in particular, this is an important function because it uses 
derivative suffixes to a greater extent. 
 The textbook data is then analyzed as a function of the presence of 
lemmatised words in the ECUs. First a contingency table displaying the 
distribution of vocabulary is formed21. The next step is to identify lexical 
classes. The ECUs with similar lexical content are clustered together into 
classes. This method is called descending hierarchical cluster analysis. 
The ECUs are close to each other if they share some analyzed words like 
the following ECUs from English textbooks:  
Supporters for a single currency argue that it would eliminate exchange 
rates, for example, the same money can be used in Germany, France 
and Italy. (Collins, 2005) 
There is no need to exchange currency. The euro in Germany is the 
same value as euro in Italy. (John Murray, 2003) 
Classes are constructed on a statistical criteria based on word stem 
co-occurrence in the ECUs. ALCESTE uses chi-squares for measuring 
the weight of the words and the sentences within a class. As a result, the 
strongest vocabulary oppositions are found and the lexical classes of 
representative words and sentences (ECUs) are created. Thus, eventually 
ALCESTE reveals the characteristic vocabulary of each class and 
extracts several ECUs (sentences or small paragraphs) typical for them. 
After the lexical classes have been identified, ALCESTE examines 
whether they are linked to any independent variables–in this study the 
year of publishing and the publishing house. These variables do not 
participate in the formation process of the classes. The independent 
                                                                                                                      
 
 
either construct a dictionary in the program or do some data preparation by hand with the 
help of search-and-replace functions in text processing programs. (Kronberger & Wagner, 
2000.). Therefore I decided to make some preparations by hand for the Finnish and 
Swedish data after I had first checked the weak points in the preliminary analysis with 
ALCESTE. 
21 The program creates a contingency table using ECUs as one entry and words 
(which are first lemmatised) as the other. Each word is coded as 1 or 0 based on its 
presence or absence within the ECU. 
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variables, also called tagged words, indicate which textbooks are 
significantly linked to classes. Tagged words are mentioned according to 
the publisher (e.g. Belin, Hatier, Nathan) and the decade of publishing 
(e.g. 1970s, 1980s 1990s and 2000s).  
To conclude, ALCESTE compares all the textual units that constitute 
the data, it categorises them according to their resemblance and finally 
looks for potential associations between each class and independent 
variables that have been introduced in the analysis. Most importantly, 
ALCESTE software does not take into account the meaning of the words. 
All parts of the data have the same importance in the analysis. ALCESTE 
puts weight on the context where a text extract appears. It means that the 
ECUs and characteristic words may be traced back to the original text 
and thus, their context can be evaluated.  
The researcher has a rather minimal role in the analysis process 
which could be considered as an advantage since no a priori knowledge 
is demanded but the analysis follows an inductive logic. Nevertheless, 
ALCESTE does not give any meanings for the results and therefore, the 
researcher has the interpretative role. The interpretation of lexical classes 
and ECUs (sentences) pursued the following strategy: First I collected all 
typical words and ECUs of each lexical class. Then the words and the 
ECUs were compared and their context in the original data was 
considered to categorise them according to themes22. Finally, I intended 
to grasp the common denominator of each lexical class composing of 
several themes in order to label and interpret them. In other words, the 
classes and themes are named by the researcher. 
In results section I will demonstrate the structure of lexical classes as 
a dendrogram. I will describe the characteristic vocabulary of each class 
(associated words), associated independent variables (tagged words) and 
select some illustrative ECUs (with high chi-square value) to interpret 
the contents of European discourse. 
5.2.2 Theory-Driven Content Analysis 
Whereas ALCESTE elucidates the contents of the textbooks, the 
qualitative content analysis is carried out to take a closer look into the 
                                                          
 
 
22 Correspondingly one could call “themes” as “subclasses”. 
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textbooks and examine how the European integration is discussed. How 
the image of Europe is constructed? What are the processes through 
which it is made understandable and concrete? How the social 
representation of the European integration is organised and how this 
structure generates the overall meaning of the representation? And 
finally, how the European integration is communicated in the textbooks 
of different countries?  
The theory-driven content analysis was carried out for all textbooks 
which were analyzed entirely, including both texts and illustrations. The 
material was analyzed using the Atlas-ti software, which helped to 
automate and control the coding process and to build categories.  
Content analysis is a classical procedure for analyzing textual 
material (e.g. Flick, 2006, p. 312). It is rather common to bring 
categories to the empirical material instead of developing them from it. 
In this study, I aim to approach my data inductively with open mind and 
therefore, the qualitative content analysis is based on the techniques of 
the Grounded Theory. The basic principle of this approach is that a 
theory must emerge from the data, or in other words, a theory must be 
grounded in the data. As defined by two of its major developers (Strauss 
& Corbin, 1990), "the grounded theory approach is a qualitative research 
method that uses a systematic set of procedures to develop an inductively 
derived grounded theory about a phenomenon" (p. 24). The intent is to 
develop an account of a phenomenon that identifies the major discourses, 
or categories, in grounded theory terms, their relationships, and the 
context and process, thus providing a theory of the phenomenon that is 
much more than a descriptive account.  
Analysis involves three processes, from which sampling procedures 
are derived and which overlap: open coding, in which data is coded 
systematically and classified to relevant categories; axial coding, where 
categories are further refined, developed and related; and selective 
coding, where the "core category" that ties all other categories in the 
theory together, is identified and related to other categories. Although the 
techniques of grounded theory were applied in the analysis process, the 
procedure was guided by some very basic ideas of the social 
representations theory.  
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First, to explore how the European integration is discussed, I selected 
all parts23 of the data, which contained some value connotation of the 
European integration. According to SRT (Moscovici, 1984) each object 
and being has a positive or negative value and a given place in a 
hierarchy, which means representations are not usually neutral. As I have 
tried to illustrate previously, textbooks do not only convey facts, but also 
values. They are often hidden behind the facts and between the lines and 
thus, may not always be easily captured. Therefore, I have picked up all 
expressions where the European integration was somehow evaluated, 
although in some cases it was hard to say whether it was negative or 
positive with regard to European integration, since in many cases the 
evaluation is more akin to a matter of perspective24. In other words, one 
can always ask for whom is it positive or negative: for the EU, for the 
national governments or perhaps for the individuals? As a consequence, I 
did not aim to calculate positive and negative expressions, but to code 
and categorise them following the techniques of grounded theory. The 
below example of a French textbook illustrates the open and axial coding 
process. 
 
                                                          
 
 
23 It could be a word, a sentence or a paragraph. 
24 It was not always easy to decide whether some sentence, paragraph or an 
illustration contained an evaluation or not. In fact, this stage of analysis was laborious and 
required reading and re-reading of the data over and over again. In the end, to capture all 
possible evaluations, I decided to select also those parts of the material of which I was not 
completely sure. I thought it was better to have too much than lose something important. 
Example 1: value connotation 
Text extract: 
L’Union européenne, une puissance économique et commerciale 
(Nathan, 1999, p. 255).  
Analysis: 
puissance économique et commerciale (code) -> European integration as 
an economic success (main category) 
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The names of codes emerged from the data; they were taken from the 
original expressions25 to elicit the authentic voice of the material (e.g. 
Glaser, 1992). At this point each code was labeled in the original 
language of the data, since I wanted to preserve the special meanings of 
each language. The language was changed on the level of categorisation.  
Although most codes were classified only to one category, they 
could belong to one or more categories like in the below example 2. 
As we can see from the above examples, sometimes a code found its way 
directly to a larger category, whereas sometimes the categorisations 
progressed in smaller steps and required more sub-stages. The analysis 
proceeded from down to top and the concepts of code, subcategory, 
category, main category and the core26 were all used in the analysis. 
The purpose of all representations is to make something unfamiliar 
familiar (Moscovici, 1984). Therefore, besides analysing all material 
containing some value connotation of the European integration, the 
second step of the analysis was to analyze the processes of 
representation; in other words to extract all anchorings and 
                                                          
 
 
25 Glaser & Strauss (1967) talk about in vivo codes which represent direct quotations 
of the material. 
26 Core (or core category) is the result of selective coding that ties all main categories 
together. 
Example 2: value connotation  
Text extract: 
This was largely for the benefit of French farmers who are not as 
efficient as the farmers in some other countries (Oxford, 1996, p. 155) 
Analysis:  
Inefficient French farmers (code) -> Unfair agriculture (subcategory) -> 
EU as unfair (main category) 
Inefficient French farmers (code) -> difficult British-French relations 
(subcategory) -> in or outside Europe (main category) 
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objectifications of the European integration from the textbooks. 
Anchoring results in a comparison of information on new or troubling 
phenomenon, European integration, with the contents of existing 
phenomena, categories and worldviews. In line with Moscovici’s (1984) 
formulations, in this study anchoring is considered generally as a process 
of classifying and naming. It is assumed that anchoring does not occur in 
neutral way but involves a judgment about the object of study. Thus, 
through the process of anchoring, the European integration is identified 
and imposed a set of characteristics in a culture specific and value-laden 
way. Consequently, the process of anchoring elucidates the formation of 
the European discourse: how the European integration is understood, 
how it is made sense of and what kinds of meanings are associated to the 
phenomenon? Adapted from Moscovici (1984), objectification, on the 
other hand, is considered as a transformation of the object of study, 
European integration, into something almost physical and concrete which 
may take a form of an image, icon, symbol, metaphor, trope, person or a 
group (Moscovici & Hewstone, 1983; Wagner, et al., 1999). The analysis 
of objectifications aims to illuminate the way in which the image of 
European integration is built on, how is it concretized and made 
touchable. 
The anchorings and objectifications were not only identified in the 
text, but also coded and classified into categories (look above the 
analysis of connotations). At this point, I aimed to combine the analysis 
of value connotations with the analysis of processes, since they appeared 
often to go hand in hand in the data. To put it in other words, it did not 
feel meaningful to separate entirely the meanings (analysis of 
connotations) and processes (analysis of anchorings, objectifications and 
naturalisations) of representation, after all, the meaning making process 
is part of the anchoring. Although analysis of connotations and processes 
were two separate procedures they were done at the same time. Below 
some examples, which demonstrate how the anchorings and 
objectifications were identified (analysis of processes) and how they 
were coded and categorised (analysis of connotations).  
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Example 3: Parallel analysis of processes and connotations (3 
examples) 
Text extract: 
Euroopan yhdentymisen tavoitteena on ollut tarve parantaa yritysten 
taloudellista kilpailukykyä suhteessa amerikkalaisiin ja japanilaisiin 
yrityksiin. (engl. The target of the European integration has been to 
improve the competitiveness of enterprises with relation to the American 
and Japanese companies.) (FIN, WSOY, 2004b, p. 149) 
Analysis of processes: 
ANCHORING -> The European integration is anchored to competitive 
relationship between Europe and United States/Japan.  
OBJECTIFICATION -> United States/Japan objectifications of 
international powers 
Analysis of connotations: 
Yritysten välinen kilpailu EU:n ja USAn/Japanin välillä (Enterprise 
competition between Europe and the US/Japan) (code) -> powerful 
economy (category) ->  enabler of prosperity -> European integration as 
prosperity and peace ensuring mechanism (main category) 
Text extract: 
Europe creates mountains of red tape – rules and regulations- which we 
would be better off without. (John Murray, 2003, p. 131) 
Analysis of processes: 
OBJECTIFICATION -> The European integration objectified in the 
metaphor of “mountains of red tape” -> Institutional and bureaucratic 
image 
ANCHORING -> The European integration anchored to bureaucracy 
Analysis of connotations: 
mountains of red tape (code) -> inefficient decision-making (category) -> 
EU as undemocratic and bureaucratic EU (main category) 
Text extract: 
En av de viktigaste motsättningar I debatten om EU:s framtid går mellan 
dem som vill bevara och vidareutveckla EU:s mellanstatliga samarbete 
och dem som vill ha mer överstatlighet och slutligen skapa en politisk 
federation med en regering och en riksdag som är direkt ansvariga för 
folket. (engl. One of the major clashes of opinion in the debate on the 
future of Europe is between those who want to preserve and further 
develop the EU's intergovernmental cooperation and those who argue for 
more supranational cooperation and would, ultimately, create a political 
federation with a government and a parliament directly responsible to the 
people.) (Gleerups, 2004, p. 181) 
Analysis of processes: 
ANCHORING -> EU’s future anchored to the debate between federalist 
and confederalists   
Analysis of connotations: 
debatten om EU’s framtid mellan mellanstatliga och överstatliga (code) -
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Obviously I could also identify several anchorings and objectifications, 
which were without a clear value connotation, like in the following 
example 4, where we can identify both a process of anchoring and a 
process of objectification. 
 
 
Drawing on the principles of the Grounded theory, the open and axial 
coding led to the level of selective coding, where the core category is 
identified. As J.-C. Abric (2003) has pointed out, two representations 
may be alike in their contents, but may still have very different meanings 
because of their different core elements. Therefore, I am not interested 
only in the contents and processes of representation but also of its 
structure. What is the central core or nucleus which gives the meaning 
Example 4. Processes without a clear connotation 
Text extract: 
Liittokansleri Helmut Kohl ja presidentti Francois Mitterrand ymmärsivät 
Ranskan ja Saksan välisen yhteistyön merkityksen. Heidän 
henkilökohtaisella panoksellaan oli tärkeä merkitys Euroopan 
yhdentymiskehitykselle. (engl. Chancellor Helmut Kohl and President 
Francois Mitterrand understood the importance of Franco-German 
cooperation. Their personal contribution had an important significance 
for the European integration) (FIN, WSOY, 2004a, p. 152) 
Analysis of processes: 
OBJECTIFICATION (personification) -> European integration is 
personified to Chancellor Kohl and President Mitterrand. 
ANCHORING (group anchoring) -> European integration is anchored to 
Franco-German relationship 
Analysis of connotations: 
Ranskalais-saksalaisen yhteistyön merkitys (significance of Franco-
German contribution) (code) -> Franco-German cooperation (category) -> 
France-German vs. UK -> European integration as disagreements (main 
category) 
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for the representation? Abric (2001) has proposed three (see also chapter 
4.2.2) ways to identify the core of the representation: 
First, a central core has a symbolic value. The symbolic value can be 
tested by questioning different elements and identifying those elements, 
which can make a change in the meaning.  
Second, a core has also an associative value, which means that the 
core is connected to most of the peripheral elements. Therefore, it can be 
tested by looking for the links between the different elements.  
Third, a central core also has an expressive value, which means it has 
the best chances to be present in the discourses and verbalizations 
concerning the object of representation. Thus, the frequency of 
appearance of a term may play a role of indicator of centrality, but only if 
it is complemented with more qualitative information. Thus, it should be 
kept in mind that Abric (e.g. 2001), as well as some other authors (e.g. 
Moloney & Walker, 2000), who have used the above criteria, highlight 
the qualitative dimension of the core. As Abric states (2001, p. 44) “it is 
not the presence of an important element which defines its centrality but 
rather the signification it gives to the representation“. I have leaned on 
this idea in the analysis. Moreover, I think that a frequency-based 
expressive value is more easily captured in quantitative studies (e.g. 
Abric, 2001), whereas in qualitative studies there may be other, more 
indirect and perhaps even implicit indicators pointing to the core.  
Example 5 below illustrates the identification of a core element of 
representation in English data.  
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The fourth theory-driven research question concerns the textbooks’ 
styles to communicate the European integration. Here I will test the 
usability of Moscovici’s (1961) three communicative modalities: 
propaganda, propagation and diffusion (see more in chapter 4.2.4).  
If such aims as objectivity and impartiality are central in the creation 
of textbooks, I would assume that the communication of the European 
integration would resemble that of diffusion. However, as I have pointed 
out previously, textbooks may serve different goals. They are sources of 
information and builders of critical thinking skills, but they may as well 
be purveyors of ethical models and promoters of patriotism among other 
things.  
The descriptions of the three communication styles used in this study 
are based on Moscovici’s early formulations with slight modifications 
due to the change of time and the context of this study being five 
democratic European countries. Especially this concerns the 
Example 5. Identification of the core element 
Core: Ambivalent Europe (English data) 
Symbolic value: Core of ambivalent Europe manifests in the discourse as 
oppositional system between harmful and advantageous European 
integration. No other element (e.g. only harmful or only advantageous) 
could explain the two-sided nature of the EU-representations in English 
textbooks. 
Associative value: Drawing on the Grounded theory (Strauss & Corbin, 
1990, p. 116), the core category is "the central phenomenon around which 
all the other categories are related". On the basis of the axial and selective 
coding process, the core ambivalent Europe relates to many more 
elements than any other element of the representation. It is non 
transformable. It appears in all textbooks regardless of time and type of 
the textbook. Instead, for instance the representation of in or outside 
Europe is more typical for the older history textbooks, and therefore, is 
seen as a peripheral element of the representation.   
Expressive value: Ambivalence as a word is not used in the data but it is 
expressed explicitly through the dialectical discourse (pros and cons, good 
or bad etc.). According to Strauss and Corbin (1990), the core category 
has to be at a higher level of abstraction and thus, it is not likely to be 
found as such in the data.  
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communication style of propaganda. The following definitions are 
applied from Moscovici, 1961; Castro & Gomes, 2005 and Bauer & 
Gaskell, 1999: 
Diffusion as a communicative style sets opinions and beliefs on 
circulation. These beliefs are often contradictory. The aim of diffusion is 
not to solve contradiction, but to present it and let the reader make 
her/his own conclusions.  
The primary function of propagation appears to be to organise and 
transform a new phenomenon into a whole that is compatible with the 
principles, and which establish the unity of the group. In this sense, 
propagation takes some parts of the new phenomenon and attaches it to 
an old one. It aims to create attitudes. (Moscovici, 1961) 
Propaganda sees the world as dichotomies: either as good or bad. A 
new phenomenon is characterised in black and white terms and the 
intention of the communication is to create stereotypes. Unlike 
propagation, it often emphasizes incompatibility and conflict between the 
new and the old. 
In practice, exploring the communicative styles empirically proved 
to be rather difficult. First I tried to classify each textbook separately 
according to the above definitions. However, in some cases it was 
impossible. Most textbooks include all three forms of communications. 
Although both sides of the same story are told in the basic text, a book 
may cover several other kinds of documents, like extracts from 
newspapers or interviews, which contain clearly one-sided, even 
propagandist information about the European integration. Therefore, 
classifying textbooks according to the three types did not turn out to be 
very informative and it seemed like something else had to be done to 
grasp the process of communication. So at the end I used the results of 
the earlier parts of the analysis (connotations, processes and especially 
the core element) to trace and describe the communicative style of 
textbooks. Each textbook was first looked at separately and then all 
textbooks of the same country were looked at together, since I found it 
more interesting from the comparative perspective. 
To conclude the main ideas of this chapter: First all expressions 
which had some evaluative connotations were gathered and classified. 
After that, partly simultaneously, all formation processes were extracted 
from the textbooks and classified to categories and finally combined with 
the analysis of connotations. The third step was to proceed through open 
and axial coding to selective coding where the central core of the 
representation was identified. Therefore, the analysis of the first three 
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steps was guided by the techniques of the Grounded theory. The last 
objective was to explore the communicative modalities of the textbooks, 
which in a way aims to conclude the findings of the previous analyses.  
5.2.3 Visual Analysis 
There are other ways of expressing social representations than just 
words. Besides analysing only textual material included in textbooks, I 
looked at symbols and meanings that are associated with the European 
integration and communicated through visual material. 
In the earlier days textbooks mainly consisted of written text, but 
recently, the design of schoolbooks has changed significantly. Not alone 
the text matters anymore, but textbooks are now full of pictures, maps, 
caricatures, drawings and photos. Visual illustrations may have even a 
more powerful influence on pupils thinking and emotions than mere 
written text (e.g. Rose, 2002; Unesco, 1999, pp. 31–32,), and therefore, 
they cannot be left outside the analysis. As the famous phrase states: a 
picture is worth a thousand words. 
The use of visual material appears to vary between the five countries 
of the present study, and therefore, my first step was to find out what role 
the visual illustrations play in the textbooks. I first counted frequencies 
of all visual material in textbooks and labeled them according to the type 
of illustration. Different types of visualisations may play different 
functions in the construction of information. Whereas caricatures may 
play a more critical role, maps may represent who are insiders and 
outsiders, whereas the use of posters may be more ideological.  
After the quantification of different types of illustrations, I aimed to 
take a closer look at the illustrations portraying the European integration. 
In the analysis of visual material, the visual illustrations are primarily 
considered as products of social representations in which the process of 
objectification plays a central role. I aim at exploring how the European 
integration is communicated through visual images. What do images 
related to the European integration represent and how? Do these 
illustrations stand for some values or ideologies?  
First, to find out what do images represent and how, I coded all 
illustrations and marked whether they aimed to evoke positive, negative 
or neutral feelings. I aimed to follow the principles of open coding, to let 
the visualisations speak for themselves, although in practice, the codes 
often followed what was said in the caption text of the illustration. After 
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open coding, I aimed to combine those codes into a category with similar 
contents, for instance pictures representing agriculture, Franco-German 
relations, symbols or the EU enlargement. A reliability check of 
categorisation was tested by measuring interpersonal agreement between 
the researcher and one external person. The inter-rater agreement based 
on a random sample of the data between the two scorers was 85% over 
the categories. 
However, the content analysis as such seems to be rather limited 
when trying to grasp the meaning of the visual message because of its 
focus on the manifested content disregarding the masked content. Thus 
the analysis of visual material was completed with techniques of visual 
semiotics. The semiotic perspective was applied to those visualisations 
(mainly photos and caricatures), which I had previously labeled either 
positive or negative; visualisations evoking neutral feelings were left 
aside. In the visual semiotics, different levels of signification are 
identified in the visual image: denotation, connotation and myth (Penn, 
2000). In particular, focusing on the levels of connotation and myth 
reveals the means by which a culture naturalizes its own norms and 
ideologies (ibid). Thus, the identification of connotation and myth is 
required to expose the cultural knowledge and the hidden meanings of 
visual images. However, as an outsider to most cultures of this study, I 
cannot expect to be able to interpret all cultural meanings of the visual 
images. Nevertheless, to grasp something of the cultural and hidden 
meanings, I considered jointly plastic, iconic and symbolic signs of the 
visual images; in other words, such elements as objects and their 
relationships, composition, typification of objects through the use of 
visual stereotypes, distancing, depicting people in groups vs. individuals, 
posing, colours, framing etc. (van Leeuwen, 2001). I also included 
captions in the analysis of visual images, since the caption text or 
explanation often indicates who and what is represented and what 
significations are given to image (van Leeuwen, 2001, p. 103).  
While most visualisations were analyzed separately, my focus was in 
the larger collections of visualisations which represent the European 
integration. Thus, in the results section, I have selected a couple of 
illustrative examples of the major groups of objectifications. In other 
words, unlike in the semiotic analysis usually, I do not intend to look at 
the single illustrations as such. Focusing on the larger visualisations, my 
aim is to examine how the image of the European integration is 
constructed through the process of objectification. 
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5.2.4 Transformation of the EU Representation 
Social representations are historical and to understand the representations 
of today we need to consider the representations of yesterday 
(Moscovici, 1984, p. 10). Thus, one of the research questions of the 
current study is to trace historically the development of the social 
representations of the European integration in the textbooks of the five 
European countries. This is done by comparing the books published in 
different time periods. To study the transformation of the European 
image, I focus on the historical, social and political contexts of the books. 
This stage of analysis combines the three previous methods of analysis: 
the contents, processes and visual image of EU representation are taken 
into account to explore the transformation of the EU image. 
5.2.5 Structure of the Analysis 
In the analysis of the textbooks (chapter 7) all five countries of the study 
are reported separately. The analysis of the textbooks comprises five sub-
parts.  
The first sub-part presents the results obtained from the analysis of 
software ALCESTE. I aim to demonstrate the main contents of the 
European integration discourse. Which are the major themes emerging 
from the data and how they are related to each other? Can we find some 
larger dimensions or divisions? Do the contents differ according to the 
publisher or the decade of publishing?  
Like the first part, the second one also continues to describe the 
contents of representation, although the main focus is now shifted to the 
formation processes of representations. Drawing on the theory-driven 
content analysis, the aim is to examine how the European integration is 
written about and to what kind of images it is built on. This analysis aims 
to combine the analysis of connotations and the analysis of processes 
(anchorings, objectifications and naturalisations) to demonstrate what the 
main representations of the European integration are. 
The third part presents the main findings of the visual analysis: How 
the European integration is visualised? Like in the second section, the 
third one also deals with both contents and processes of representation, 
but the focus lies, in particular, on the objectification process. 
The fourth part aims to shed light on the transformation process of 
representation: Has the image of the European integration changed 
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during the years? The analysis combines all elements of the previous 
chapters focusing on the time dimension and socio-historical context of 
each country.  
Finally, the fifth part aims to integrate the previous chapters and 
conclude the main findings. By so doing, it aims to identify the central 
core of representation by applying Abric’s criteria: What is the central 
meaning of representation? Drawing on the three communicative modes 
(propaganda, propagation, diffusion), the last chapter aspires to shed 
light on the goals of communication in the textbooks. 
In the results section I use extensive quotes from the textbooks since 
I want to let the material speak for itself and give the reader a vivid 
picture of the textbooks’ viewpoints. The main points in the quotes are 
boldfaced to facilitate the reading. In the analysis of the textbooks 
(chapter 7) terms category and discourse are used as synonyms. I often 
prefer using the term discourse since it is more dynamic and refers to the 
usage of language, whereas category appears more as a technical term of 
the analysis. In contrast, the term “social representation” is not used as a 
synonym for discourse or category, since what I aim to do in this study is 
to extract the social representation of the European integration from these 
discourses of scientific and common sense knowledge (found in the 
statistical and qualitative analysis) using, on the one hand, the analytical 
procedures that were discussed in this chapter, and on the other hand, the 
theoretical concepts described in chapter 4.2.  
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6 EUROPEAN INTEGRATION IN 
THE CURRICULA OF THE FIVE 
COUNTRIES 
This chapter aims to examine the European dimension in the national 
curriculum of the five European countries: France, Britain, Germany, 
Finland and Sweden. First, I will briefly present the educational system 
focusing on the upper secondary school. Then I will consider the role of 
history and civics in the national curriculum, and finally, I will look at 
the European dimension in the history and civics curriculum.  
To explore the European dimension in curricula, I went through all 
current curricula from upper secondary school in order to extract all the 
parts where Europe was mentioned. The analytic procedure entailed 
finding, selecting, evaluating and synthesizing (e.g. Bowen, 2009). 
However, in the end, the amount of data dealing with Europe in one 
country was not large, and thus, more systematic methods of document 
analysis (e.g. techniques of grounded theory) were not needed to answer 
the research question: how the European integration appears in the 
national curricula of history and civics of the five countries? 
 
6.1 FRENCH CURRICULUM 
The French school system is divided into primary education, secondary 
education and higher education. Education is compulsory for children 
between 6–16 years. The primary education consists of five years of 
schooling. 
The secondary education is divided into two cycles: collège and 
lycée. Pupils between 11 and 15 years attend a collège, taking them from 
the 6th class (sixième) to the 3rd class (troisième). After the 3rd class, 
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students move either onto a general, technical or vocational lycée. The 
three classes of lycée are known as seconde, première and terminale. The 
final two years of upper secondary education following the seconde are 
post-compulsory. These three years of study are required to take the 
baccalauréat examinations which must be passed to advance to 
university. The lycée général is the usual path to university degrees. 
After one year in lycée the students choose a profile for their studies: 
sciences, literature or economy and social sciences although they have to 
continue their studies in certain subjects, such as French, mathematics, a 
foreign language, history-geography and civic education. General and 
technological education courses are provided in standard lycées, while 
vocational courses are provided in separate vocational lycées. 
Technological lycées allow students to follow their studies in a 
specialized field such as industrial technologies, electronics and sciences. 
Instead, vocational lycées are targeted more on specific occupations. 
(Eduscol, 2008.) 
The educational system in France is largely the responsibility of the 
state. However, the decentralization law in 1982 transferred certain 
powers and responsibilities from central government to the local 
authorities placed under the authority of the National Education Minister 
(e.g. INCA France, 2008). 
The Ministry of Education is responsible for defining educational 
guidelines and curricula. In principle, the curricula defined by the 
Ministry must be respected. However, official guidelines do not 
prescribe, for example, specific teaching methods and materials, but the 
teachers are encouraged to make their own pedagogical choices (e.g. 
programme d’histoire et de géographie du cycle terminal, 2005, p. 9). 
Although the National Minister of Education has the main 
responsibility of curricula, different parties are involved in the 
elaboration process. For instance, the government is advised by the 
national curriculum council (Conseil national des programmes/CNP), 
consisting of experts chosen for their skills, but also lecturers, education 
specialists, teachers and regional educational inspectors are consulted 
before the implementation of a curriculum (e.g. Eduscol, 2008).  
6.1.1 History, Civics and Geography in the Curriculum 
History, civics and geography are compulsory subjects for all pupils in 
France. A close link between history and geography is an old French 
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characteristic, they are often learned from the same textbooks. Therefore, 
I will also examine geography curriculum. In addition, civics (education 
civique, juridique et sociale) is often included in the studies of history 
and geography. The general outlines of history, geography and civics 
curricula are presented below. 
History is learned during the three years of lycée. In the second year, 
the focus of the curriculum is on the roots of the contemporary European 
history (citizenship in Antique, Athenian democracy, birth and diffusion 
of Christianity, Mediterranean civilisations, Humanism and Renaissance, 
French Revolution and French political life up to 1851, Europe between 
the years 1800-1850) (programme de l’histoire-geographie en classe de 
seconde générale et technologique, 2002). During the first year, pupils 
learn about the world, Europe and France between the years 1850 and 
1945 whereas in the final year of upper secondary school (terminale) the 
history curriculum focuses on the history of world, Europe and France 
from 1945 until today (Eduscol, programme de l’histoire-geographie en 
classe de première et terminale générale et technologique, 2002).  
Like history, geography also is a compulsory subject during the all 
three years of lycée. In the second year, the geography curriculum 
centres on the earth and people (programme de l’histoire-geographie en 
classe de seconde générale et technologique, 2002). The programme of 
geography in the first deals with Europe and France whereas a more 
global perspective of geography is taken during the terminal class 
(Eduscol, programme de l’histoire-geographie en classe de première et 
terminale générale et technologique, 2002).  
The civics is a statutory subject in the lycée. In the second class, 
civics education has four main themes: citizenship and civility, 
citizenship and social integration, citizenship and work and citizenship 
and changes to family life. (programme d’Éducation civique, juridique et 
sociale en classe de seconde générale et technologique, 2002). In the first 
and final years broad themes of civics education deal with citizenship, 
institutions and changing world. (Eduscol, programme d’Éducation 
civique, juridique et sociale en classe de première et terminale générale 
et technologique, 2000; 2001).  
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6.1.2 European Dimension and the Curriculum 
In order to shed light on the European dimension in the curricula I will 
now take a closer look in the curricula of the three compulsory subjects 
from a European perspective.  
European history is strongly present in the French history curriculum 
during all three years of upper secondary school. While the curriculum of 
the two first years of upper secondary school deals with the past 
European history (foundations of European civilization, Europe through 
industrial revolution and the crises of the first half of the 20th century), 
the post 1945 European history is focused on during the final year of the 
lycée. The topic of this study, the European integration, is mainly 
introduced to pupils during the final school year.  
According to the national curriculum (Eduscol, programme de 
l’histoire-geographie en classe de premiere et terminale générale et 
technologique, 2002, p. 100), the Soviet threat27 was an important 
motive for the European construction. Moreover, the curriculum states 
that the European construction was motivated by the desire to use power 
of a larger community to serve national interests. The most accurate 
questions around the current European construction are the questions of 
further enlargement and deepening of the European Union. In 
addition, the curriculum invites to study the changing relations between 
nation-states and the European Union. In this context, the curriculum 
mentions the crisis in Balkan and the lack of common foreign policy of 
the Union. 
The European dimension is not discussed in the geography 
curriculum of the second year. Instead, the first year curriculum 
concentrates on France and Europe. Europe is studied from three 
perspectives: as a political organisation, as a network of metropolises and 
communications and as European regions. Like in the history curriculum, 
the questions of enlargement and deepening of the EU are also raised 
in the geography curriculum. Moreover, the French place in the 
European debate is insisted. The European Union is also brought in 
focus in the final year’s geography curriculum, but there the EU is not 
                                                          
 
 
27 Words are boldfaced by the researcher to emphasize the most important points of 
the material. 
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portrayed as a political organisation, but as an economic and 
commercial power.  
The citizenship is the major concern of civics curricula. It is during 
the final year of lycée, that the programme of civics approaches the topic 
of European construction, the citizenship and the globalization. The 
European citizenship is characterised as complementary for the 
national citizenship, as the following quote from the curriculum 
demonstrates:  
« D'un point de vue juridique, il n'existe pas aujourd'hui de 
citoyenneté européenne indépendante de la citoyenneté nationale ; 
d'un point de vue politique, tout ce qui donne une réalité concrète au 
principe de citoyenneté reste, pour l'instant et pour l'essentiel, national. 
L'Union européenne crée un niveau d'institutions supérieur et 
complémentaire aux institutions nationales.» (Eduscol, programme 
d’Éducation civique, juridique et sociale en classe de première et 
terminale générale et technologique, 2001, «La citoyenneté et la 
construction de l'Union européenne») 
The relationship between national and European citizenship is 
brought into debate. The curriculum goes even further by raising a 
question of the need to construct a European state: “La citoyenneté 
européenne requiert-elle, à terme, la construction d'un État européen 
souverain? (ibid)”. It seems that European dimension is very much 
included in the civics curriculum, but it is seen from the national 
perspective. 
To conclude, it seems that the European dimension is well adopted 
into the curricula of history, geography and civics. In particular, the 
relations between nation-state and the EU are brought into focus. 
Moreover, the questions of the enlargement and deepening of the EU are 
raised as future challenges. The European Union is portrayed as an 
economic success which still lacks the common foreign policy.  
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6.2 ENGLISH CURRICULUM 
Education in England is divided into primary, secondary and further 
education. Education is compulsory for all children between 5 and 16 
years.  
The national curriculum is set by the Government and must be 
followed in all state schools28. However, the responsibility for the 
education is shared between the Secretary of State, the local authority, 
the school governing body and the teachers. Among other things, the 
national curriculum defines the core subjects and the programmes of 
study, which set out what pupils should be taught in each subject and in 
each key stage. These programmes define only the minimum standards 
and they are used as the basis for planning the teaching. In practice, the 
schools and teachers are free to choose other subjects in addition to those 
specified in the programmes. Also teaching methods and textbooks are 
decided by the teachers. (INCA England, 2008.) 
The national curriculum is divided into four key stages, which 
depend on pupils’ age ranges: the primary school covers key stage 1 (5–7 
years) and key stage 2 (7–11 years), whereas secondary school covers 
key stage 3 (11–14 years) and key stage 4 (14–16 years). Pupils take 
various kinds of national curriculum tests (e.g. in mathematics, English, 
civics) at the end of each key stage. 
At the end of the secondary education, students take examinations in 
a range of subjects at the level of General Certificate of Secondary 
Education (GCSE). In the age group of 16–18 education is not statutory, 
which means that after taking GCSEs, students may leave the school 
system. Alternatively, they can go to a technical college or continue at 
sixth form for two more years and take a higher level of secondary 
school examinations known as A-levels (consisting of AS-level and A2-
level), which are required for university entrance in the UK. The non-
compulsory post-GSCE studies are often referred to as further education. 
There are several types of further education institutions; students 
typically study in either a sixth form of a secondary school, a sixth form 
college or a further education college.  
                                                          
 
 
28 About 7% of pupils study in private schools. These independent schools may or may 
not choose to follow the national curricula and the linked national system of assessment. 
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6.2.1 History and Civics in the Curriculum 
In England, history is a compulsory subject between the ages of 5 and 14. 
The Qualifications and Curriculum Authority (QCA), which is an 
executive body of Department for Chidren, Schools and Families, 
governs the standards and broad structures of history teaching. The latest 
history curriculum was revised in 1999/2000. History is not compulsory 
after key stage 3, but pupils wishing to study history beyond the age of 
14 can choose it as an optional subject. Although QCA develops contents 
in history at GCSE and A-level, it does not attempt to specify the 
contents such as countries or historical periods, but schools are free to 
choose a course of study that best meets the needs of their pupils. At 
AS/A-level, history was the fifth most popular subject (Freeman, 2004). 
During the key stage 3 students find out about the history of their 
community, Britain, Europe and the world. (QCA history programme, 
2007). The programme of history is composed of two sections, 1) British 
history, and 2) European and world history, giving more emphasis to the 
British history. 
The civics is known as citizenship education in the UK and it is a 
compulsory subject at key stages 3 and 4 of secondary school. 
Citizenship is a relatively new compulsory subject in England being 
introduced in schools in 2002. Pupils are also able to take a GCSE course 
in citizenship. (INCA, 2008.) The study of citizenship at key stages 3 and 
4 (QCA citizenship programme, 2007a; 2007b) include such aspects as 
legal and human rights and responsibilities, operation of justice system, 
democratic and electoral processes, the media's role in society, economy 
and citizenship, sustainable development and the UK’s role in world.  
6.2.2 European Dimension and the Curriculum 
In principle, the programme for key stage 3 includes aspects of both 
British and European and world history (QCA history programme, 2007). 
However, like the standards site of history for key stage 3 (DfES, 2008b) 
reveals, the focus is on national history. The Nazi Germany and other 
twentieth century dictatorships dominate the teaching of modern world 
history (also Freeman, 2004). Although the national curriculum (QCA 
history programme, 2007) mentions the role of European and other 
international institutions in resolving conflicts, the European dimension 
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is not specified in greater detail and seems to be more or less absent topic 
both in the curriculum and in teaching. 
This conclusion was supported by the interviews of some English 
history teachers (Discussions in History Teachers’ Forum, personal 
communication, 26.8.2005). When I asked them about the role of the 
European integration and the European Union in history teaching, the 
teachers claimed unanimously that the European dimension plays no part 
in CGSE/A-level teaching. None of the relevant GCSE or A-level 
syllabuses highlight the EU as either an option or part of the core. 
According to the teachers, following from the euro-scepticism of large 
parts of the media and public, anything that has something to do with the 
EU is hugely political and it would demand a brave history department or 
an exam board to put this political matter into a history curriculum. In 
addition, according to the teachers, in that kind of situation, newspapers 
and many others would allege that bringing a stronger European 
dimension in teaching would simply be EU sponsored propaganda for the 
young.  
In principle, the citizenship lessons in England offer an opportunity 
for the implementation of the European dimension in education. The 
general aim of the curricula is to guarantee that “pupils begin to 
understand how society has changed and is changing in the UK, Europe 
and the wider world” (QCA citizenship programme, 2007a, p. 27; 2007b, 
p. 41). Nevertheless, the study of the citizenship curriculum (QCA 
citizenship, 2007a; 2007b) exposes that the European dimension is not a 
strongly emphasized topic. One of the eleven core contents of the 
citizenship curriculum for key stage 3 (2007a, p. 33) is to include “the 
UK’s relations with the European Union and the rest of Europe, the 
Commonwealth, the United Nations and the world as a as a global 
community”. The curriculum of key stage 4 (2007b, p. 44) is slightly 
more precise about the European dimension by stating that the study of 
the European Union “includes the functions of the European Union, the 
reasons for membership, voting in European elections, the role of 
MEPs, and different viewpoints on the relationship between European 
Union and governments of member states.” However, in both curricula 
the European Union is not emphasized but considered as an equal actor 
to United Nations and to the Commonwealth.  
Perhaps the most extensive comment on the European dimension in 
English national programme is provided by the Department for Chidren, 
Schools and Families. It sets the guidelines for schools to implement the 
national curriculum (DfES standards sites for Citizenship, 2008a). 
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According to the guidelines, the European dimension could be 
implemented in citizenship programme for key stage 4 in the following 
way: 
This unit provides a framework within which to explore and debate 
issues that affect the UK's relations with Europe and relate to 
decision-making at different levels of government. The single 
European currency is used here as a focus, but this could be changed 
to another issue that is topical at the time of teaching. They explore the 
advantages and disadvantages of the single currency both for 
individuals and for organisations. A debate is held in which a range of 
points of view are presented and discussed, and this is followed by a 
vote/referendum on the issue. (DfES Standards sites for Citizenship for 
key stage 4, 2008b, “Unit 11 Europe- who decides”) 
In the above quote, the European dimension is foremost attached to 
the single European currency which is portrayed as a debated issue. 
To conclude, the European dimension is not strongly adopted in the 
national curricula of history and civics in the UK. The European Union is 
considered as equal to the United Nations and the Commonwealth. The 
UK’s relationship with Europe, the single European currency, EU 
elections and MEPs are the major concretisations of the European 
dimension. Overall the European integration is more or less an absent 
topic in the British national curriculum. It is mostly referred in terms of 
institutional organisation; while Europe as a political, social and cultural 
organisation is entirely missing in the British curricula.  
6.3 GERMAN CURRICULUM 
Since the year 1990 the Federal Republic of Germany has consisted of 16 
Länder (federal states), each of which have a Ministry of Education that 
bears responsibility for their educational and cultural policy. In other 
words, there are 16 diverse education systems as well. The Federal 
Ministry of Education and Research (Bundesministerium für Bildung 
und Forschung/BMBF) is the central ministry in Germany and, according 
to the Basic Law (Grundgezetz), creates just the common framework of 
education. Education is administered by the governments of the Länder, 
namely by the Ministries of Education.  
To ensure a certain level of consensus among all education systems 
of the federal states, the coordination body for the ministries of Länder, 
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the Standing Conference of the Ministries of Education and Cultural 
Affairs in the Federal Republic of Germany, was established in 1948. 
Due to the federal system of Germany, the general structure of 
educational system can only be defined in a general frame. However, all 
16 systems consist of similar attributes, even though they may be called 
by a different term or of a different length. 
The education is compulsory for nine or ten years, depending on the 
federal state. Children usually enter the elementary school (Grundschule) 
at the age of 6. From grades 1 through 4 children attend elementary 
school, where the subjects taught are the same for all. Then, after the 4th 
grade, pupils are separated according to their academic ability and the 
wishes of their families, and attend one of four different kinds of schools: 
Hauptschule, Realschule, Gymnasium or Gesamtschule. Almost half of 
the students go on to the Haupschule (grades 5–9), which teaches the 
same subjects as the Realschule and Gymnasium, but at a slower pace 
and with some vocational-oriented courses leading to vocational 
education. The Realschule (grades 5–10), a little more advanced than the 
Hauptschule, has a broader range of emphasis on liberal education and 
leads to technical or business school, or continuation of study at a 
Gymnasium. The Gymnasium (grades 5–13) goes for nine years and is 
designed to prepare students for university education. It finishes with the 
final examination Abitur after grade 12 or 13. The Gesamtschule 
combines the three approaches, but is not found in all states.  
Common principles for upper secondary education (four above-
mentioned school types) are laid down by the Standing Conference of the 
Ministers of Education and Cultural Affairs. Gymnasium is divided into 
lower and upper level of the gymnasium. Furthermore, the upper level of 
the gymnasium is divided into a one-year introductory phase and a two-
year qualification phase. Although in the upper level pupils have more 
freedom of choice compared to the lower secondary level Gymnasium, 
they are required to take certain subjects or subject combinations during 
the qualification phase. The three main areas are languages, literature and 
the arts, (e.g. German, foreign languages, fine art, music), social 
sciences, (e.g. history, geography, philosophy, social studies/politics, 
economics) and mathematics, natural sciences and technology (e.g. 
mathematics, physics, chemistry, biology, information technology). 
(Eurydice, 2007/08.) 
Every single pupil is required to study subjects from each of these 
three areas. German, a foreign language, mathematics and physical 
education as well as history and one of the natural sciences must be taken 
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throughout the qualification phase of the upper level of the Gymnasium. 
(ibid.) 
6.3.1 History and Civics in the Curriculum 
As a consequence of the federal system, there is not one national 
curriculum for any subject in German schools. Each of the sixteen 
Ministries of Education are the highest authorities and thus responsible 
for curricula and approval of schoolbooks. (Lohmar, personal 
communication, 9.9. 2005). 
History is an obligatory subject in Germany. Each pupil has to study 
it throughout the qualification phase of the upper level of the 
Gymnasium. History is also included in social sciences that is one of the 
three main areas of study. 
Civics is not a separate subject in German schools, but it is 
integrated in the curricula of several subjects, such as history, social and 
political studies (Lohmar, personal communication). 
6.3.2 European Dimension and the Curriculum 
From 1970 onwards Europeanism has been an important priority of 
education in Germany. Through the resolutions and recommendations of 
the Standing Conference, the coordinating body for the ministries of 16 
Länder, the European dimension was becoming part of the school 
curriculum of all federal states. European matters became a mandatory 
part of geography, history, social studies and political education (e.g. 
Lochman, 2009).  
In 1978, Standing Conference of the Ministers of Education and 
Cultural Affairs passed a resolution “Europe in the classroom” that 
served as a base for the European dimension in education in Germany. 
This document forms the basis and the guidelines concerning teaching 
about Europe to be fulfilled by schools. The document has been revised 
twice up to 2010 (in 1990 and 2008).  
The crisis of the communist system in 1989 and the process of re-
unification of Germany that was formally adopted on October 3, 1990 
led to a range of changes in Germany. The GDR became part of the 
Federal Republic of Germany and adopted all valid laws of the Federal 
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Republic, including those concerning education and implementation of 
European dimension (e.g. Lochman, 2009). 
In the field of education and European dimension, these radical 
changes led to a revised resolution of “Europe in schools” in 1990 by the 
Standing Conference of the Ministers of Education and Cultural Affairs. 
The resolution was co-created in cooperation with the Council of Europe. 
It describes the context by describing the importance of understanding 
Europe as more than a geographical term. It also focuses on the dynamic 
processes in Central and East Europe and underlines the need to raise 
awareness about the sense of belonging to Europe as a community of 
citizens. According to this resolution, schools are responsible for making 
“European people and countries aware of the integration process and the 
realignment of their relations. Schools are expected to develop awareness 
of European identity and foster understanding of the fact that in many 
spheres of our lives European terms of reference apply and that European 
decisions are necessary” (Europe in schools, 1990, p. 15). According to 
this recommendation schools must convey knowledge and understanding 
of the following topics: 
 “the geographical diversity of Europe with its physical, 
social and economic structures,  
 the political and social structures of Europe,  
 influential historical forces in Europe, especially the 
development of an understanding of justice, the role of the 
state and freedom in Europe,  
 lines of development, features and evidence of a common 
European culture notwithstanding its diversity,  
 the linguistic diversity of Europe and the cultural richness 
which this represents,  
 the history of the European ideal and integration efforts 
since 1945,  
 the balance of interests and joint action in Europe to resolve 
economic, environmental, social and political problems  
 the functions and procedures of European institutions.” 
(Europe in schools, 1990, p. 15.) 
Thus, the European integration is portrayed in varied ways in the 
general objectives of the resolution. It is not described only in 
geographical or institutional terms, but also seen as political, social and 
cultural structure, in which the diversity of Europe is also taken into 
account. 
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According to the resolution, the question of Europe and its 
development is a compulsory part of all educational courses in the 
subjects of geography, history and social studies/politics, as well as in 
economics and law. In history curriculum the European dimension 
primarily involves “the origins of the European peoples and states and 
the origins of the politico-social, ideological and religious movements, 
power struggles, ideas and cultural works which determined their 
development” (Europe in schools, 1990, pp. 17–18). Thus, in the context 
of history curriculum, the European integration process appears as 
political, social, cultural and ideological process between European 
nations.  
Until 2008, the resolution from 1990 was the only official document 
in the area of the European dimension in education. However, the 
German Presidency of the Council of the EU in 2007 can be seen as the 
next stimulus for the revision of the European dimension in German 
education in 2008 (Kultusministerkonferenz, 1978/2008). The European 
education cooperation was one of the primary aims of the German 
presidency, and as a consequence, the European Academy Berlin was 
assigned to conduct a detailed analysis on how the European dimension 
is implemented in the Rahmenlehrplaene (framework teaching 
syllabuses/curriculum) of all federal states. (Lochman, 2009.) 
The study The European Dimension in the curriculum of the German 
federal states (2007) analyzed all federal states and as a conclusion it 
indicates that Europe and the EU are presented in German schools 
mainly in the curriculum of political education and it is missing from the 
subjects without political content. However, an analysis of political 
education curricula from all 16 federal states (European Academy of 
Berlin, 2007, pp. 176–255) also reveals that the European integration is 
approached very differently around the country. More importantly, the 
study demonstrates that the level of implementation of European 
dimension in the curriculum meets the criteria of the Standing 
Conference only in five federal states, whereas in the curricula of some 
states it is almost missing or implemented in more or less inadequate 
way. As a conclusion, the study suggests that the European dimension 
should be understood by schools as a principle that is present in the 
overall content; it should be taken into consideration in curriculum, in 
textbooks and teachers education. 
Due to the existence of previous studies on European dimension in 
German curricula, as well as due to the federal system in Germany, 
which means that each of 16 federal states has its own curricula of 
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history teaching, all curricula from the upper secondary school from all 
sixteen federal states will not be taken into deeper consideration. Few 
examples from the history curriculum (below) demonstrate how the 
European integration is discussed in the curricula of upper secondary 
school. The history curriculum of Bavaria (2004, pp. 498–499, ref. 
Lohmar) states that “the pupils analyze the most important historical and 
political phases of the European integration process and acquire basis 
knowledge about the institutional structures and decision-making 
procedures of the European Union". The very similar approach is taken 
in the history curricula of Hamburg (2004, p. 12, ref. Lohmar) that 
indicates “The pupils acquire knowledge about the aims, institutions and 
procedures of the European integration, possible aspects: administration 
of justice and subsidiary principles, democratic will-power and 
participation, balance of the consequences of integration”. As these 
examples from Bavaria and Hamburg illustrate, the European integration 
mainly deals with the institutional and decision making procedures of the 
European Union as well as its most important historical phases. 
Slightly different perspective is taken in the history curriculum of 
Lower Saxony (1994, p. 54, ref. Lohmar). It states: "Topic: Unity and 
variety, European perspectives of historical experience: In this 
framework the processes of European integration versus the national and 
regional characteristics should be in the foreground. Historical conditions 
for the development of a European consciousness and European variety 
should be analyzed." Interestingly, this curriculum sets against the 
national, regional and European level characteristics. Thus, the issues of 
belongingness and identity are taken into consideration in the description 
of the topic. Moreover, the European integration is attached 
simultaneously to diversity and unity.  
To conclude, German education system differs from the other 
countries of this study, since instead of one educational system and 
curriculum, there are 16 of them. From the 1970s onwards, the European 
dimension has been strongly present in the general objectives of 
education. The image of the European integration conveyed through the 
general objectives is versatile. However, as the extensive study of 
European Academy Berlin (2007) demonstrates, the European dimension 
is not implemented in an adequate way in all subjects and even more 
importantly; there are large differences between the federal states in their 
way to represent the European integration to their younger generation. 
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6.4 FINNISH CURRICULUM 
The Finnish pupils start school at the age of 7. The educational system is 
made up of 9 years of compulsory education and 3 years of upper 
secondary education. Upper secondary education is free and voluntary. 
Nevertheless, more than 90 per cent of pupils continue their studies in 
upper secondary schools. (Eurydice Finnish national report, 2008.) 
The upper secondary school offers general education for students of 
about 16–19 year of age. Upper secondary school studies consist of 
compulsory, specialisation and applied courses. At the end of the upper 
secondary school, students take the national matriculation examination. 
After that students can apply for higher education. (e.g. Eurydice Finnish 
national report, 2008.)  
The government and the Ministry of Education have the main 
responsibility for planning and implementing education policy. The 
government decides the broad national objectives and the allocation of 
time to the instruction of different subjects. (National board of education, 
2007.) The national core curriculum is drawn up by the National Board 
of Education, agency responsible for the development of education in 
Finland, working under the Ministry of Education (National board of 
education, 2007).  
The national core curriculum for upper secondary school was 
reformed in 2003 and came into effect in 2005. The curriculum includes 
courses in compulsory subjects, as well as a certain number of 
specialization and applied courses. All in all, each student has to do a 
minimum of 75 courses. The duration of one course is about 38 hours. 
(Finnish national curriculum, 2003.) 
6.4.1 History and Civics in the Curriculum 
History and civics are compulsory subjects for all Finnish upper 
secondary school students. According to the Finnish national curriculum 
(2003, p. 176), history is a branch of study that “forms individual, 
national and European identity”. The aim of the civics is to study 
“societal structures and current events by focusing on Finnish, 
European and worldwide context” (Finnish national curriculum, 2003, 
p. 184). The teaching of history and civics go hand by hand in Finland 
because the teacher is usually the same for both subjects. 
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In history there are four obligatory courses and two advanced 
courses. The compulsory courses are called 1) People and Their 
Environment and Culture, 2) The European, 3) International Relations 
and 4) Turning Points in Finnish History. Two optional courses are 
labeled as 5) Finnish History before the Autonomy and 6) When Cultures 
Intermingle (Finnish National curriculum, pp. 176–182). 
In civics there are two obligatory courses and two optional advanced 
courses. The compulsory courses deal with 1) Civics and 2) Economics 
whereas the optional courses focus on 3) Civil Law and 4) the European 
Union. 
6.4.2 European Dimension and the Curriculum 
According to Eurydice’s (2007) studies on international and European 
dimension in Finnish educational system, international dimension was 
taken more strongly into the educational programmes at the end of the 
1980s and especially since 1995, when Finland joined the European 
Union. This international dimension means that students are encouraged 
to face and understand international changes, their reasons and their 
impacts, as well as to become active citizens of Europe and global 
community. (Eurydice Finnish national report, 2008.) 
The national core curriculum (2003, p. 27) for upper secondary 
school includes some current cross-curricular themes to be considered 
across the education. One of these is ‘cultural identity and knowledge of 
cultures' aiming to aware students’ understanding of the shared 
Nordic, European and universal human values and the manifestations 
of such values, or the lack thereof, in their everyday life, in Finnish 
society and in the world as a whole.  
Moreover, the European dimension appears in the contents of 
compulsory subjects, which will now be discussed in more detail. 
As mentioned above, there are four obligatory courses in history. 
The European dimension is not introduced during the first history course 
dealing with human-nature relationship from the hunting culture until the 
global consumer society. Instead, the second obligatory course focuses 
on the European cultural history. This course deals with European history 
from antiquity to modern times and studies the factors behind European 
identity and culture. One of the basic themes is the impact of different 
epochs on knowledge, religion and manners, as seen through the eyes of 
ordinary and renowned people. The most important achievements of the 
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European arts are also presented. (Finnish National curriculum, pp. 176–
182.) 
The European integration, the subject of this study, is not included in 
the curriculum of the four obligatory history courses. In particular, the 
two final courses International Relations and Turning Points in Finnish 
History deal with the post 1945 history and therefore, the European 
integration could logically be included in the core contents. The focus of 
the former course is on the world of superpowers. Europe is not seen as a 
key actor. Moreover, despite the fact that one aim of the latter course is 
to discuss the Finnish position in the new international order, the Finnish 
EU membership is not mentioned in the curriculum. (Finnish National 
curriculum, pp. 176–182.) 
The civics curriculum aims to regard the structure of society, current 
events, power and economy from a Finnish, European and global 
perspective (National curriculum, 2003, p. 184). 
There are two compulsory courses in civics: one dealing with civics, 
and the other with economics. Once again, the core contents of these 
curricula do not introduce the issue of the European Union. On the 
contrary, the primary focus is on Finnish society, policy and economics. 
(Finnish national curriculum, 2003, pp. 184–185.) 
Instead, from the autumn of 2005 on, the Finnish curriculum 
includes an optional course on the European Union. The objective of this 
course is to broaden and develop students’ understanding of the 
European Union. The core contents consist of following issues: European 
identity (European values and European citizenship), exercising of power 
and influencing the EU (decision-making structure in the EU and Finland 
in the decision-making), regional influences of the EU (studying and 
working in the EU, regions and the EU from the citizens’ perspective) 
and challenges for the European Union (enlargement, common security 
policy, the EU in global context). The curriculum introduces the concept 
of European identity based on European citizenship and common 
European values. Moreover, the curriculum specifies the three issues of 
enlargement, common security policy and EU in global context as the 
major challenges of the future. The fourth optional civics course 
concentrates on the civil law, which, is also approached from a Finnish 
perspective. (Finnish National curriculum, 2003, pp. 187–188.) 
To conclude, the European dimension is mainly adopted in the 
general objectives of the national curriculum, where it is attached to 
values and culture. On the contrary, it is a silenced concept in the specific 
course contents of the curriculum. None of the obligatory history and 
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civics course curricula mention the European integration although 
chronologically it could be included in the course contents. Nevertheless, 
there is one optional civics course completely dedicated to the topic of 
the European integration. Here the concept of European identity is 
developed, as well as the future challenges of enlargement, common 
security policy and globalization.  
6.5 SWEDISH CURRICULUM 
The education is compulsory for Swedish pupils between 7–16 years. 
Swedish school system consists of 9 years of compulsory education and 
3 years of upper secondary education. Upper secondary education is 
voluntary, but almost all compulsory school students continue to a 3-year 
upper secondary school. (Skolverket, 2008.) 
Upper secondary education is divided into 17 national 3-year 
programs, a kind of structures, within which pupils have the opportunity 
to choose various specialisations. Every program comprises 2500 upper 
secondary credits. All national programs include eight core subjects; 
English, the arts, physical education and health, mathematics, general 
science, social studies, Swedish and religion. Each of the 17 national 
programs is focused on specific subjects. One can choose, for instance, to 
take a social science programme (consisting of economics, culture, social 
sciences, languages), a natural science programme (including natural 
sciences, mathematics and computer science, environmental studies) or a 
business and administration programme (including commerce and 
service, tourism and travel). The two most common programs are social 
science and natural science programmes. There is no final examination at 
the end of the upper secondary school, but students receive a leaving 
certificate, which is a summary of all taken courses and grades. 
(Skolverket, 2008; Eurydice 2006/07) 
The Swedish parliament and government decide the broad national 
objectives, guidelines and national curriculum after the proposal by the 
National Agency for Education (Skolverket), which is the central 
administrative authority for the Swedish public school system. The role 
of National Agency for Education is to supervise, follow up and evaluate 
the public school system in Sweden. (Skolverket, 2008.) 
The national curriculum, laid down by the government, sets out the 
fundamental goals and guidelines for the education, whereas the 
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syllabuses, drawn up by the National Agency, aim to elaborate the goals 
of the education in each specific subject, such as civics and history 
(Swedish national program for upper secondary school, 2000). 
However, municipalities have a lot of autonomy regarding the 
administration of educational system. In practice, each municipality 
determines how its schools are to be run. In accordance with the 
guidelines of national curriculum, each school draws a local school plan. 
In other words, the national curriculum only describes the general 
content of each course, which means that each upper secondary school 
makes its own interpretation in each subject and course. (Skolverket, 
2008.) 
 6.5.1 History and Civics in the Curriculum 
Civics is a core subject, and therefore obligatory for all students. The 
subject of civics, with democratic thinking and values as its foundation, 
aims to broaden and deepen pupils' knowledge of current social 
conditions and societal issues, including those related to the environment. 
(Swedish national program for upper secondary school, 2000, p. 55). In 
particular, the meaning of democracy plays an important role in the 
civics curriculum.  
Civics as a subject is divided into four different courses, of which 
one is a core course and thus obligatory for all students. One course is 
obligatory to the social science programme and two courses are optional. 
The syllabus describes only the very general goals, but does not define 
the course contents. Samhällskunskap A (Civics A) is an obligatory 
course for all Swedish upper secondary students and aims to “broaden 
and deepen students’ knowledge and understanding of society and its 
history through studies of different societal issues” (Social Science 
Programme, 2000, p. 19). Both Samhällskunskap B–obligatory course in 
social science programme–and Samhällskunskap C–an optional course–
provide further broadening and deepening in the subject, focusing on 
more complex societal issues. International Relations, also an optional 
course, deals with international relations as well as the causes and 
consequences of increasing globalization (Social Science Programme, 
2000, p. 19). 
History is not one of the core subjects in Sweden. Only 3 of the 17 
programs offer history as an optional subject; Natural science 
programme, Social science programme and Arts programme. History as a 
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subject is divided into three different courses: History A, History B and 
History C (GY 2000:16, p. 64). 
6.5.2 European Dimension and the Curriculum 
The curriculum for the upper secondary school (Lpf, 1994/2006) 
highlights the importance of internationalization and cultural diversity in 
education. The curriculum (1994, p. 4) states that “schools must help to 
develop an identity that can be related to and encompass not only 
specifically Swedish but also Nordic, European and ultimately, 
global values”. It also underlines that schools should ensure that pupils 
gain “knowledge of international co-operation and global 
interdependence and can asses events from a Swedish, Nordic, 
European and global perspectives” (p. 4).  
Whereas the international and European dimension appear in the 
fundamental objectives of upper secondary education, the examination of 
specific syllabuses of the national programmes, which define the goals of 
each course, reveals, contrastingly, a complete lack of the European 
dimension (e.g. Social science programme, 2000). In 2008 new, revised 
syllabuses, e.g. syllabus for Social science programme, came into effect. 
Biggest change from the old syllabus is in the adoption of a European 
dimension, which is now underlined for the first time. 
The revised syllabus (SKOLFS 2008:10) for social science 
programme reports that the aim of the civics is to elucidate questions 
which concern political system nationally and Swedish role as a member 
state of the EU. It continues by saying that civics as a subject has a 
European and an international perspective.  
The syllabus specifies that one goal of the obligatory civics course 
(Samhällskunskap A) is to develop knowledge of the function of 
political systems in local, national and EU-level (SKOLFS 2008:10, p. 
3). It continues by stating that another goal is to understand how to 
participate in political decision-making in local, regional, national 
level, in the EU and internationally (SKOLFS 2008:10, p. 3). 
To conclude, the Swedish national curriculum does not define the 
contents of specific courses, and therefore, one can only evaluate the 
adoption of a European dimension in the general objectives of the 
curriculum. It seems that the importance of European perspective has 
been rather minimal until very recently, when some programmes of the 
national curriculum were revised to include a stronger European 
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dimension in the upper secondary education. However, the European 
dimension still remains on an abstract level since it is only concretised in 
the Swedish role and political functioning of the EU.  
Summary 
As we have seen above, the educational systems vary between different 
EU countries. Whereas France seems to have the most centralized 
educational system, Sweden, on the contrary, represents the most 
decentralized system, where municipalities and individual schools hold a 
lot of autonomy. In Germany, instead of one educational system, there 
are 16 of them. The study of national curricula and, in particular, the role 
of civics and history in the curricula demonstrated that both French and 
Finnish curricula define quite precisely the specific contents of each 
school year or course, whereas British curricula define them slightly 
more loosely and Swedish curricula leave the specific contents 
completely open. My main interest in the previous chapter was in the 
adoption of a European dimension in the curricula of history and civics. 
Again, it seems that particularly in France and Germany the European 
dimension has a strong position in the educative principles, and 
especially French national curricula have adopted and concretised it in 
the level of course contents. In other countries the European dimension is 
somewhat included in the general objectives but it is not concretised on 
the level of specific course contents. By contrast, sometimes the topic of 
the European integration was completely silenced, like in the Finnish and 
British course programs, although thematically it could have been 
included in the contents.  
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7 SOCIAL REPRESENTATIONS OF 
THE EUROPEAN INTEGRATION IN 
TEXTBOOKS OF THE FIVE 
COUNTRIES 
7.1 FRENCH TEXTBOOKS 
In France the European post 1945 history is learned mainly during the 
last year of upper secondary school (lycée). History is a compulsory 
subject for all pupils in France. As noted previously, the close link 
between history and geography is an old French characteristic. In 
addition, civics is included into the studies of history and geography. 
Therefore, often history, geography and civics are learned from the same 
textbooks.  
My focus has been on history textbooks, but because of the tight link 
between the three subjects in France, the material analyzed here may also 
have been used for the purposes of geography and civics. I have chosen 
textbooks from three major educational publishers: Belin, Nathan and 
Hatier. 
France has played important role in the European project since the 
very beginning. My aim was to analyze textbooks dealing with the 
European integration between the 1950s and the 2000s, but the task 
proved too difficult since I could not find any books published in the 
1950s and the 1960s, and only one book from both the 1970s and the 
1980s that would have met the book selection criteria (see chapter 5.1.2). 
My focus has been on current textbooks which were chosen from all 
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three educational publishers. The selected books are presented in Table 
2.  
Almost all of the selected textbooks (except Nathan 1972) contained 
a chapter focusing on the recent history of Europe. Sometimes the 
European integration was also discussed in chapters dealing with French 
post war history. The amount of pages dedicated to the topic of the 
European integration varied from 15 to 32 pages. The total amount of 
transcribed text (excluding tables, charts, photos, maps, pictures etc.) was 
150 pages.  
It is noteworthy that the traditional textbook text does not play a 
major role in French textbooks, but instead all books usually contain lots 
of visual illustrations and other authentic source material like extracts 
from politician’s speeches, newspapers or treaties. All material, 
regardless of its type, is given the same emphasis in the analyses. 
  
Table 2. Number of analyzed pages and elementary context units (ECUs) 
in French textbooks 
Publisher and year Number of pages Number of ECUs 
   
BELIN   
Belin29 1989 15 177 
Belin 1998 16 138 
Belin 2004 22 159 
   
NATHAN   
Nathan 1972 3 (28)* 84 
Nathan 1999 32 109 
Nathan 2004 28 196 
   
HATIER   
Hatier 2004 22 193 
TOTAL 138 1056 
* Unlike the other French textbooks, the book published in the 1970s did not contain 
a chapter dealing with the European integration but the topic was scattered here and there 
within 28 pages. The amount of three pages is an approximate quantity of total text. 
                                                          
 
 
29 Different books from the same publisher are never identical in their contents. This 
concern all textbook material used in this study. 
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7.1.1 Contents of the EU Representation 
The first step of the analysis was to find out the major contents that 
appear in French textbooks in the context of the European integration. 
Do textbooks of different years or of different educational publishers 
vary according to the contents? To answer these questions, all textbooks 
were submitted to a statistical analysis (ALCESTE) of textual data.  
As mentioned previously (chapter 5.2.1), as a result of descending 
hierarchical cluster analysis, ALCESTE software extracts a structure of 
lexical classes to be interpreted by the researcher. In the following, the 
structure of lexical classes will be demonstrated as a dendrogram. 
ALCESTE also reveals the characteristic vocabulary of each class. 
Themes, intended to describe the class, are formed by the characteristic 
vocabulary. Like the names of the classes, also the names of the themes 
are subject to researcher’s interpretation. A tagged word indicates 
whether a publisher or a decade of publishing is linked to the class. Each 
tagged word (publisher, decade), as well as each associated word is 
followed by the value of the chi square measuring word’s level of 
association with the class, as opposed to the other classes. The minimum 
value for selection set at 3.84 for this analysis with 1 df (p< .05). The 
most characteristic words, with the highest chi square values, are 
demonstrated in the dendrogram. 
Moreover ALCESTE extracts several ECUs typical for classes. The 
characteristic vocabulary as well as some examples of strongly 
associated ECUs (with high chi-square values) will be presented below.  
The total number of elementary context units (ECUs) was 1264 of 
which 80.5% were analyzed and 19.5% eliminated30. The hierarchical 
analysis (see Figure 1) resulted in the division of the textual data into 
three classes.  
                                                          
 
 
30 ALCESTE eliminates those ECUs that do not  match the classification. 
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The first class contains 205 selected words, 33% of the retained ECUs. 
The textbook of the 1980s, published by Belin, is linked to this class. 
Figure 1. Dendrogram of the French classes 
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Among the most characteristic words are we, not, I, nation, our, 
people, history, town, society, tradition, experience, force, problem, 
America, identity, human and heritage. The description of the class is 
passionate and subjective as the following ECUs demonstrate.  
Nous avons conscience qu'il nous faut nous sauver nous-mêmes, 
qu'il faut sauver notre patrimoine de civilisation commune et 
d'expériences séculaires. Car s'il est vrai que le pacte Atlantique 
embrasse une grande partie du monde, il n'est pas moins vrai que dans 
ce monde, l'Europe garde en elle-même les sources les plus 
anciennes et les traditions les plus hautes de la civilisation. (Nathan, 
2004, p. 201) (χ2 = 43) 
Il est banal de le dire, pourquoi faudrait-il que ce grand foyer de la 
civilisation, de la force, de la raison, de la prospérité, étouffe sous sa 
propre cendre? (Hatier, 2004 p. 174) (χ2 = 26) 
As the above ECUs suggest, on the one hand Europe is described as an 
ancient civilisation having its own cultural and traditional heritage, it is 
portrayed in positive terms, but on the other hand Europe is told to be 
composed of different independent nations, which have their own history 
and culture. This kind of rhetoric is typical for the former President of 
France, Charles de Gaulle, and most ECUs which are significantly 
associated to this class are passages from his speeches. 
Ce n’est pas, bien sur que je renie moi, la mienne: bien au contraire, je 
le suis attaché plus que jamais et je ne crois pas que l’Europe puisse 
avoir aucun réalité vivante si elle ne comporte pas la France avec 
ses francais. (Belin, 2004, p. 207) (χ2 = 26) 
As underlined in the above ECU, the French influence in this ancient 
civilisation, Europe, is emphasized. Since the class 1 seems to be 
concerned with the Gaullist view on Europe, it is labeled as Gaullist 
Europe.  
The second class contains 169 selected words, 24% of the retained 
ECUs. Class 2 and Gaullist Europe (class 1) start from the same branch 
and are opposed to class 3. 
Recently published textbooks are tagged to class 2. Among the most 
characteristic words are Schuman, German, Cold War, Adenauer, idea, 
Soviet, west, Monnet, European construction, bloc, EDC, communist, 
threat and Christian. The vocabulary is associated to the early steps of 
the integration process. In particular, the founding fathers of the 
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European integration process are brought up as the following ECU 
illustrates. 
L’idée d’Etats-Unis d’Europe est relancée au lendemain de la Seconde 
Guerre mondiale par Winston Churchill, Jean Monnet et les 
dirigeants européens au pouvoir, pour la plupart démocrates-
chrétiens, en particulier l'Italien Alcide De Gasperi, le Belge Paul-
Henri Spaak, l'Allemand Konrad Adenauer et le Français Robert 
Schuman. (Belin, 2004, p. 204) (χ2 = 26) 
The European cooperation is given the faces of the founding fathers. 
Also such values as Christianity are associated to the class. The 
European construction is anchored to the West, as distinct from the 
Soviet Union and the communism. The unstable political atmosphere of 
the Cold War and the Soviet threat characterise class 2. 
L'Europe de l'Ouest en construction de 1945 à 1989. La construction 
européenne est un idéal ancien, mais sa réalisation devient urgente 
dans un continent marqué par les drames de la Seconde Guerre 
mondiale, puis par les menaces de la guerre froide. (Nathan, 2000, p. 
192) (χ2 = 17) 
As the above ECU indicates, the European construction appears as an 
ancient ideal. The class 2 describes the European development in the 
past. Instead of referring to the recent European integration process, the 
class is attached to the European construction. Franco-German 
cooperation is portrayed as a functional core of the European 
construction. In the following ECU, the axis is personified to Charles de 
Gaulle and Willy Brandt. 
L'axe franco-allemand joue un rôle décisif dans la construction 
européenne. La politique du général de Gaulle, qui défend à la fois 
l'indépendance de la France et de l'Europe, rejoint celle du chancelier 
Allemand Willy Brandt. (Belin, 2000, p. 217) (χ2 = 22) 
Since the class is attached to the European construction in post war 
Europe and since it is given the faces of its founding fathers, I label class 
2 as original political construction. 
The third class is the largest of the three classes containing 214 selected 
words, 43% of the retained ECUs. It is opposed to both the class Gaullist 
Europe and the class original political construction. 
The textbooks published in the 1990s are strongly related to class 3. 
This class appears typically in the editions published by Belin. 
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Treaty, economic, member states, monetary, common market, EEC, 
exchange, commission and agriculture are typical vocabulary of the 
class. Unlike the second class which is strongly anchored to the original 
European construction, the third class seems to deal with the more recent 
European integration process. The important steps in the integration 
process such as treaties, institutions, enlargements and political 
developments are brought up.  
Le traité de Rome mars 1957. Ce traité institue la CEE et 
l'Euratom. L'objectif est politique, garantir la paix, et économique, 
harmoniser les politiques économiques et créer une zone de libre 
échange. (Hatier 2000, p. 177) (χ2 = 19) 
Economic aspects of the integration process are a dominant theme. 
Common market and money play an important role as the following ECU 
indicates. 
Marche unique établi en fait en 1993, il constitue un espace européen 
sans frontières intérieures et suppose à terme l'unification monétaire 
des pays de l’Union Européenne, mise en œuvre partielle de l'euro à 
partir de 2001. (Hatier 2000, p. 170) (χ2 = 19) 
Since class 3 seems to be concerned with the integration process itself, 
focusing on the more recent development, it is labeled as recent 
economic and institutional integration. 
Textbooks of different time periods seem to be attached to different 
classes. Whereas the class of recent institutional and economic 
integration is more typical for the books published in the 1990s, class 
Gaullist Europe appears most often in the book published in the eighties 
and original political construction in the books of the early 2000s. There 
are also some variations between the editions of different publishers: 
vocabulary of institutional and economic European integration is more 
typical for Belin, whereas the books of Hatier and Nathan are slightly 
more tagged to the vocabulary of the class original European 
construction.  
It seems that the major opposition in French textbooks is made 
between the classes 1 and 2 (Gaullist Europe and original political 
construction) and the class 3 (recent institutional and economic 
integration). The vocabulary of the first two classes is more centred 
around the political, historical and cultural aspects of Europe, while the 
vocabulary of class 3 is more concerned with the institutional and 
economic aspects of the European integration process. Whereas the 
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former is more emotionally loaded and represents a more ideological 
dimension, the latter describes the functioning of the European 
integration process.  
To conclude the discussion on the European integration in French 
textbooks, three classes dominate the European discourse: Gaullist 
Europe, original political construction and recent institutional and 
economic integration. There seems to be a more ideologically oriented 
and a more functionally oriented way to portray the European integration 
in French textbooks. In order to better understand the contents and forms 
of the representation, I will next analyze more closely the formation of 
European discourse.  
 
7.1.2 Formation of the EU Representation 
Overall, the French textbooks resemble each other in many ways. The 
approach was quite positive in all the books, although the integration 
process was not spared from the criticism.  
Below I present the main categories and subcategories found in the 
French textbooks. The main categories were European integration as a 
Franco-German couple, ideal Europe, European integration as an 
economic success, European integration as a political disappointment 
and Europe in the daily life of Europeans. Each main category31 
describes the way in which the European integration is discussed in 
textbooks and it is formed of several subcategories. These categories as 
well as their relationship and organisation are illustrated later in this 
section in Figure 2.  
European Integration as a Franco-German Couple 
All French textbooks (Belin, 1989; 1998; 2004; Hatier, 2003; 2004; 
Nathan, 1972; 2004) portray the Franco-German cooperation as the 
functional core of the European construction. Thus, the European 
integration is anchored to familiar Franco-German relationship. All 
textbooks refer to the friendship between the two countries and some of 
                                                          
 
 
31 The term discourse is often used as a synonym for the term category. 
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them discuss the topic extensively in chapters called “Le rôle décisif de 
la France et de l’Allemagne” (Belin, 2004) and ”Le couple franco-
allemand” (Hatier, 2004). The metaphors of couple, axis and partnership 
are used to describe marriage-like relationship between the two 
countries. 
By concretizing the European construction in the Franco-German 
friendship, the anchoring is followed by the objectification. Numerous 
photos of French and German statesmen express the warm relations 
between the two. In other words, Franco-German faces are given to 
Europe. Most often the photos are of President de Gaulle and Chancellor 
Adenauer or President Mitterrand and Chancellor Kohl (see also below 
section 7.1.3).  
 
 
Image 1. (Hatier, 2004, p. 173) 
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Especially, it seems that the above picture of Kohl and Mitterrand, 
standing on hand by hand in Verdun in 198432 has started to symbolise 
the European project in French textbooks since the same picture is found 
in most French textbooks. 
Ideal Europe 
The most positive images of the European integration appear to be built 
on a sense of idealism. The main category of ideal Europe is formed by 
several subcategories (peace, values, civilisation, Christian democracy) 
which all share a clearly pro-European dimension. The European 
integration is portrayed as a common European soul, as a peace ensuring 
mechanism and as a defender of common values such as democracy, 
human dignity and Christian humanism. 
European spirit is interpreted as if it had always existed. Especially 
this arises in the use of authentic source documents. Such headings as 
“Défendre la civilisation européenne”, “Les fondements de l’identité 
européenne”, ”Aux origines de l'idée européenne” refer to the existence 
of common past. Thus, textbooks use such metaphors as “European 
civilisation”, “European identity” and “idea of Europe” to make a 
somewhat uncertain idea of European unity or European soul concrete 
through objectification. Textbooks create a pro-European image. That is 
concretised in chapter headings such as “Fédération Européenne”, “en 
avant l’Europe” and “continuer Europe”. 
In all French textbooks, the European integration is anchored to 
peace. It is represented as a peace ensuring mechanism. Peace is regarded 
as the main reason for the whole integration process as the following 
quote demonstrates.  
                                                          
 
 
32 On 22 September 1984, Chancellor of Germany, Helmut Kohl and the French 
President François Mitterrand  met at Verdun, where the Battle of Verdun between France 
and Germany had taken place during World War I. Together, they commemorated the 
deaths of both World Wars. 
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Faire l'Europe, alors que la Seconde Guerre mondiale a affaibli le 
vieux continent et que la guerre froide commence à le couper en deux, 
c'est construire la paix (Nathan, 2004, p. 200). 
Four textbooks (Belin, 2004; Hatier, 2004; Nathan, 2004; Belin, 1998) 
present quotes from the Schuman plan declaration (1950) as the first 
attempt to secure permanent peace in Europe. Thus, the peace gets 
objectified in Schuman plan. Frenchmen, Schuman and Monnet, appear 
as designers of Europe. The driving force behind the peace ensuring 
mechanism was in two threatening movements in Europe: fascism and 
communism. The peaceful European integration is seen as a counter 
reaction for the threat of fascism and communism.  
Par rejet du fascisme, ils [Schuman, Adenauer, De Gasperi] mettent en 
avant leur attachement aux valeurs de l'humanisme chrétien 
européen et, face au communisme, ils défendent un capitalisme 
conscient de ses responsabilités sociales. (Hatier, 2004, p. 160.) 
As in the above quote, Christian democratic values are brought out in 
many textbooks (Belin 1998, 2004; Hatier, 2004, Nathan, 2004) as the 
fundamental values of Europe. There are also other values, which are 
portrayed as European. As illustrated in the below quote, common roots 
are seen in the Greco-Roman heritage, in the Enlightenment and in 
Christianity.  
L'idée européenne est enracinée dans l'histoire comme un héritage de 
la civilisation gréco-romaine. Sur ce socle, au long des siècles, s'est 
forgée une Europe de la Chrétienté, une Europe des Lumières, une 
Europe romantique et, par là une conscience fondée sur des valeurs 
communes: l'éminente dignité de l'homme, le refus de la fatalité 
(Belin, 1998, p. 174). 
The ideal kind of Europe is anchored to the values of human dignity, 
democracy, reason and Christian humanism.  
European Integration as an Economic Success 
The discourse of successful economic cooperation emerges in all French 
textbooks. This image of the European integration as an economic world 
power appears already in the textbook from 1972 and is still spoken very 
highly in the more recent textbooks as the two below quotes demonstrate.  
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La CEE a  permis  aux  six pays  une  croissance économique 
dynamique (Nathan, 1972, p. 145). 
L’Union européenne, une puissance économique et commerciale 
(Nathan, 1999, p. 255).  
French term “puissance” is a frequently used term in French textbooks 
and it often emerges in the context of economy. In other words, the 
discourse of powerful European Union is strongly anchored to economic 
cooperation.  
Common European projects, so called technological cooperation 
(subcategory), are one way of emphasizing desired European prosperity. 
Leading-edge technology and a strong economy are prime assets as 
regards Europe's influence and attractiveness in the world. Portraying the 
European integration as an economic world power is strongly linked to 
distinguishing Europe from other economic areas, especially from the 
United States as the following quote demonstrates. 
Une Europe industrielle s'est imposée. La coopération aéronautique, qui 
a permis la construction de l'Airbus et de la fusée Ariane a donné aux 
industries européennes la possibilité de briser le monopole américain 
sur les industries de pointe. (Belin, 1998, p. 182.) 
The competition between Europe and the USA is evident within the 
context of common projects. The EU-US competition and the discourse 
of the powerful EU are objectified in Ariane and Airbus. They are 
examples that will enable Europe to acquire the technological 
independence that it wants in this area. In addition, the books evoke the 
impression of France having a central role in the European technological 
projects by highlighting the French contribution.   
Besides the technological cooperation, also agricultural policy 
(subcategory) is regarded as a success (Belin, 1998, 2004; Hatier, 2004).  
La Politique agricole commune – – a fait de l'Europe une grande 
puissance agroalimentaire à l'égal des États-Unis. (Belin, 1998, p. 
182.) 
As illustrated in the above quote, Europe is portrayed as an economic 
power. The US is again the reference point for Europe. 
It seems that the discourse of the European integration as an 
economic power is often defined in comparison with others, most often 
with the US or Britain. As the two previous quotes also indicated, the 
United States is the reference point to which the European integration is 
compared, but regarded as different, leading to competitive Europe-US 
relations. In other words, by anchoring the European integration to the 
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United States through particularization, Europe is portrayed as different 
from the United States. 
The competitive relationship between Europe and the US may also 
explain why the UK is described as the outsider of Europe in French 
textbooks. 
 La politique extérieure britannique s'articule en trois cercles : une « 
relation spéciale » avec les États-Unis, une coopération privilégiée 
avec le Commonwealth et enfin une attention portée à l'équilibre de 
l'Europe continentale. Déjà en 1944, Churchill confiait à de Gaulle : « 
Chaque fois que nous devrons choisir entre l'Europe et le grand 
large, nous choisirons le grand large. » (Nathan, 2004, p. 206.) 
As the above quote suggests, Britain is seen as an ally of the United 
States. Especially resistance of the British entry in the EEC is personified 
in General de Gaulle who did not want the US to gain any foothold in the 
European terrain.   
Economic aspects seem to form a stable and a successful continuum 
in the integration process; the whole European project seems to be 
anchored to the economic cooperation already in the early textbooks. 
Therefore, economic cooperation and its success seem to be located in 
the very core of the representation of European integration.  
European Integration as a Political Disappointment 
Whereas the economic aspects of the integration process are portrayed as 
a success, all French textbooks (except the book from 1972) express 
disappointment in the development of political cooperation.  
Unlike the European economic cooperation, political integration is 
regarded as undeveloped as demonstrates the following quote.  
Elle permet d'importantes réalisations, comme l'Airbus ou la fusée 
Ariane, mais la crise révèle son incapacité à lutter contre l'inflation et le 
chômage. Surtout, elle demeure, en 1989, une entité purement 
économique, sans dimension sociale, ni politique commune. (Belin, 
2004, p. 217.) 
Images of weak political cooperation are concretized in some of the 
chapters headings: “Un pôle de prospérité sans dimension politique” 
(Belin, 2004) and “Les impasses politiques et militaires” (Hatier, 2004). 
As these headings demonstrate, the discourse of political disappointment 
and the discourse of economic success emerge often side by side which 
is logical since the reasoning through opposites is an effective way in 
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enhancing everyday understanding about a social phenomenon (e.g. 
Marková, 2003; Joffé & Staerklé, 2007).  
The lack of military capacity and common defence (subcategory) is a 
common theme within the discourse of political disappointment. Most 
French textbooks (all except Nathan, 1999; Belin, 1998) portray the 
European Defence Community (EDC) as a failure. The fiasco of EDC 
and the lack of political cooperation are personified in President Charles 
de Gaulle (Belin, 1989, 2004; Nathan, 1972, 2004, Hatier, 2004). He was 
opposed to EDC since this supranational project was designed to set up a 
European army under the command of NATO and therefore of the US, 
which was wholly unacceptable to him. In general, the voice of Euro-
opponents in French textbooks belongs to General de Gaulle. In his 
speech “L’Europe des Etats” (Europe of states), which can be found in 
almost all French textbooks (Belin 1989, 2004; Hatier, 2004; Nathan 
2004), he opposes any form of supranationality. This speech is a typical 
objectification of European construction in French textbooks. 
Political development is portrayed as a failure since it has happened 
too slowly–especially compared to the economic cooperation. Thus, the 
political cooperation is regarded as something yet unachievable.  
Si l'Europe doit exister, il faut aller jusqu'au bout, il faut en faire une 
entité économique, politique et constitutionnelle. Non pas une 
fédération d'États sans lien précis, mais un véritable État fédéral avec un 
Parlement, un gouvernement européen et un "service civil", les 
organismes du nouvel État ne se réduisant pas à des conférences entre 
les représentants des intérêts nationaux. (Belin, 2004, p. 209.) 
As the above quote illustrates, it seems that the aim of the European 
project would be to build an ever closer Union in order to make Europe, 
not only an economic power, but also a political world power. 
Europe in the Daily Life of Europeans 
The consequences of the EU membership in the lives of citizens are 
discussed extensively only in one French textbook (Belin, 1998). In this 
book, the EU is anchored to EU citizenship, education and culture and 
made tangible in the common passport, Erasmus programme, European 
single currency and in the European social charter. 
However, when Europe is anchored to culture, the cultural and 
linguistic diversity of the member states is underlined as an important 
feature.  
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Overall, to conclude formation of the EU representation in French 
textbooks, it seems that the European integration is foremost anchored to 
the success of peace and to economic cooperation–to the original ideas 
behind the European construction. The European integration is anchored 
to ancient idea of Europe i.e. to common heritage and values of 
Enlightenment. At the same time, it is particularised from the political 
cooperation which is portrayed as undeveloped although desirable. The 
founding fathers of the EU, in particular, the Franco-German partnership 
are the main personifications of the European project. This and other 
processes of objectification will be further explored in the next section.   
7.1.3 Visual Image of the EU Representation 
Visual illustrations of the European integration have a central role in 
French textbooks. As shown in Table 3, in particular, textbooks 
published during the last 10–15 years are full of pictures, maps, posters 
and caricatures. These illustrations are given much space in textbooks 
and most of them are not neutral in nature. On the contrary they seem to 
serve many functions in the construction of the EU representation. 
 
Table 3. The number of various illustrations in one textbook from the 
1970s, one from the 1980s, two from the 1990s and in three books from 
the 2000s. 
Type of illustration 1970s 1980s 1990s 2000s Total 
Total number of pages 
in textbooks 
3 15 48 72 138 
Pictures 0 11 19 27 57 
Maps 1 2 17 10 30 
Diagrams 2 1 5 9 17 
Caricatures 0 1 1 11 13 
Posters 0 0 4 20 24 
Tables 2 3 6 3 14 
Drawnings 0 0 2 0 2 
Total of illustrations 5 18 54 80 157 
 
Visualisations are often used to complement the image created in the 
text. Whereas text may be more cautious, the intended message is easily 
transmitted to a reader through illustrations. In other words, visual 
images are more likely to affect emotions and shape attitudes. 
Some of the images have an ideological function. That is true 
especially for the posters, typical for the French textbooks of the early 
2000s. Most posters create a positive image of the European integration 
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by anchoring it to the ideas of peace and prosperity. The idea of united 
Europe as a guarantee of peace is demonstrated in Image 2 (same picture 
in Belin, 2004; Hatier, 2004; Nathan, 2004). The black cloud, threat, is 
approaching from the East. 
 
The girl with the umbrella of European flags is standing on French 
terrain. Emphasizing French role seems to be a common feature for many 
posters supporting the European integration. In other words, posters tend 
to use the French terrain as an objectification to visualise France as a key 
player in the united Europe whereas the use of children as an 
objectification stands for the bright future of the integration process. The 
same features are also brought up in the following poster (same picture in 
Nathan, 2004; Hatier, 2004; Belin, 2004; Nathan, 1999).   
Image 2. (Belin, 2004, p. 210) 
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The poster conveys an ideological message of pro-Europeanism–the 
European Community makes us a better future, as the poster says. 
Posters are usually used for transmitting pro-European attitudes anchored 
mainly to peace and prosperity. The posters illustrating France’s 
ambiguous attitude towards the European Defence Community (EDC) 
are the only exception (4 images). They transmit a contradictory 
message, since books usually present posters both in favor and against 
the creation of European Defence Community. These posters reflect the 
discourse of failure of political and military cooperation that was also 
found in the analysis of texts (see above 7.1.2 European integration as a 
political disappointment).  
The use of portraits is typical for the current French textbooks. 
Founding fathers of Europe–Jean Monnet, Robert Schuman and Konrad 
Adenauer–are portrayed in all current textbooks (Nathan, 2004; Belin, 
2004; Hatier, 2004). 
Also, other French statesmen such as Charles de Gaulle and Francois 
Mitterrand, often side by side German leaders, are pictured in all 21st 
century editions. Thus, the personification of the European integration to 
the French and German leaders strengthens the image of Franco-German 
cooperation as the core of the European construction (see above in 
chapter 7.1.2 European integration as a Franco-German couple and 
Image 1).  
Image 3. (Nathan, 2004, p. 203) 
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The use of caricatures is typical for the books published in the 2000s. 
The caricatures are used to construct a certain kind of image, often a 
critical one, of the European integration. For instance, the absence of 
European leadership, early enlargements, member states disagreements, 
de Gaulle preventing British entry in the EEC and British problematic 
participation in the European cooperation are visualised as knotty for 
Europe’s future development. 
 
As the above Image 4 demonstrates, the use of symbols (flag and 
costumes) and stereotypical characteristics is typical for caricatures. The 
above caricature illustrates the British ignorance on the European issues. 
Britain is characterised as an awkward partner of the European 
cooperation. In this kind of visualisations Britain is objectified as an 
outsider to Europe. 
Maps play an important role in French textbooks when it comes to 
the European integration. Maps are given much space compared to other 
illustrations, especially since the 1990s. There are different kinds of 
maps (e.g. development of European construction, regional inequalities, 
political Europe, economic Europe, Schengen countries). The European 
integration process is thus objectified in the geographical space of 
Europe. Maps are perhaps the most common demarcation of the EU in 
relation to the neighbours and to the rest of the world; they are not 
intended merely to define the borders of the EU, but also to show that the 
Image 4. (Nathan, 2004, p. 207) 
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EU is big, heavily populated and wealthy compared to the rest of the 
world (Manners, 2006). What is common to most maps in French 
textbooks is that they tend to express the French influence in Europe. 
France, or its capital Paris, is presented as the centre of Europe whether 
the aim is to highlight the economic and commercial potency of Europe, 
the administrative or the cultural centre of Europe or the stages of the 
European construction.  
Different types of illustrations seem to serve different functions. 
Diagrams and tables are often used to make comparison between the 
European Union and rest of the world, mainly with the United States and 
Japan. Europe seems to perform well in the comparison with the US on 
various dimensions (e.g. population, GDP). These illustrations often 
reflect the image of Europe as an economic power. As in the following 
Image 5, Europe as an economic power is objectified in the images of 
Airbus (7 images) which is described as a successful European project.  
In particular, textbooks published in the 1990s objectify European 
integration to the pictures of European symbols (5 images). Pictures of 
Image 5. (Nathan, 1999, p. 262) 
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euro notes and coins, euro prices, EU passport and EU flag reflect the 
daily life influences of the EU membership.   
To conclude, multiple visualisations, particularly maps, diagrams, 
tables and photos, are used in French textbooks to enhance the image of 
Europe as a powerful and an attractive construction. The uses of 
objectification aim to underline the French role in the European 
construction, which is brought up in all types of images, but particularly 
in posters, in portraits of French statesmen and in maps. Therefore it 
seems that the European integration is foremost objectified in France and 
in French. Different types of visualisations largely reflect the same 
images (Franco-German couple, ideological Europeanism, economic 
success, political disappointment) found in the text analysis but they 
attract readers’ attention more directly evoking feelings and fostering an 
intended, often positive, image of the European integration. 
7.1.4 Transformation of the EU Representation 
As France has participated and influenced in the European integration 
process since the very first steps, it is interesting to compare the books 
from different time periods to examine whether the representation has 
transformed over the years. The analysis of textbooks published in the 
1970s and 1980s is based only on one textbook which has to be kept in 
mind when drawing further conclusions. 
The textbook from the 1970s does not give much space to the 
European integration process, but it is more concerned with the history of 
three European states: France, Germany and Britain. By the 1970s, the 
European cooperation was still mainly economically oriented and not the 
most debated topic in French society. At this point the European 
integration process seems to be unfamiliar to textbooks. It has not yet 
been brought to public attention. 
Instead, the approach in the textbook of the 1980s is more Europe-
oriented. Economic aspects of the European integration dominate, but 
other kinds of discussions also emerge. For instance, European Defence 
Community is described as a fiasco and the role of President Charles de 
Gaulle in the European context is emphasized. As we have seen in the 
statistical analysis of textual data above, textbook of that period was 
tagged to the class Gaullist Europe. In the 1980s, more than 10 years had 
passed since President de Gaulle’s retirement. Perhaps one could assume 
that it was Charles de Gaulle who actually brought the phenomenon of 
  158 
the European integration to the attention of social thinking in French 
society. European integration now appears as something more than a 
mere economic cooperation. It seems like a social representation of the 
European integration starts to emerge. At this point, the European 
construction is personified in President Charles de Gaulle and the French 
influence in the integration process is brought up.  
In the 1990s big changes took place in Europe. Berlin wall was 
pulled down. A single market and its four freedoms were established. 
The Treaty of the European Union was signed setting clear rules for the 
future single currency, as well as for foreign and security policy and 
closer cooperation in justice and home affairs. EU enlarged to comprise 
15 members. Schengen agreement allowed people to travel without 
having their passports checked at the borders. These big changes can also 
be seen in the textbooks of that period. As the statistical analysis above 
indicated, the books of the nineties are tagged to the class recent 
institutional and economic European Union. Although the economic 
aspects of the integration process dominate, the European Union is now 
concretised in a new way. The textbooks deal with the European Union 
by attaching it to concrete everyday implications. Such issues as common 
money, citizenship, traveling without passports, education and European 
culture are discussed. The European Union is something new, which is 
made familiar by anchoring it to all those everyday influences it has for 
lay people. The EU no longer appears as a distant and blurred institution. 
The first decade of the 2000s has been a time for further expansion. 
The euro has become a new currency of France and many other 
Europeans. More countries from Central and Eastern Europe have joined 
the EU. The EU countries work more closely together and the new 
constitution is designed. At the same time the future of the EU is debated 
in all member countries. Unlike the books of the 1990s, current textbooks 
focus on the historical roots of the European integration (cf. Class 2 
above). They go back to the basic idea of Europe and peace. The 
founding fathers of the integration process are presented in all books of 
the early 2000s. Especially the tie between France and Germany as the 
core members of the European project is highlighted. Overall, France’s 
role in the integration process becomes evident. At the same time, the 
underdeveloped political integration is criticised. It seems that the current 
textbooks have started to anchor the integration process more strongly to 
the past–back to the good old days, when France still had the leading 
position in Europe. Perhaps the fast enlargement and deepening of the 
EU, which has increased the perceived incoherence and complexity of 
  
 
159 
the Union, have resulted in the need to remind people about the original 
ideas and the core of the European integration process.  
7.1.5 Conclusions: FRENCH EUROPE 
On the basis of the previous analysis, the French textbooks often stressed 
the importance of France in the process of the European integration. 
France appeared as an architect of Europe. Especially two Frenchmen, 
Jean Monnet and Robert Schuman were brought up as the founding 
fathers of the European construction. Moreover, the role of other French 
leaders, such as President de Gaulle, Pompidou, Mitterrand, and more 
recently, Jacques Delors, were emphasized in the European context.  
The French role was also stressed by portraying European 
integration as a Franco-German construction. In this context, France is 
described as the one who has the real power, as the two following quotes 
demonstrate. 
A l'extérieur, l'Allemagne doit céder aux exigences de la France sur 
le Marché Commun agricole (Nathan, 1972, p. 147). 
En même temps, elle s'efforce, avec l'appui bienveillant de l'Allemagne 
Fédérale (entretiens de Gaulle-Adenauer, 1960) d'organiser 
politiquement l'Europe avec l'arrière pensée de la dominer. (Nathan, 
1972, p. 139.) 
The importance of France in the European project can also be seen in the 
context of the discourse of ideal Europe. The European integration is 
anchored to the cultural and humanistic values of the Enlightenment, 
which could be explained by a French “mission civilisatrice” for the 
world, destined to spread the universal values of the Enlightenment and 
the French revolution (Marcussen, et al., 1999). Also, the previous study 
(Soysal, et al., 2005) on French textbooks showed the substance of 
universalistic values of freedom, equality and citizenship in French self-
definition, which has blurred the borders between the principles that 
constitute Frenchness and Europeanness.   
The economic cooperation was characterised as a success in French 
textbooks, whereas the political unification was seen as a 
disappointment–since it has proceeded too slowly. Political union 
seemed to be something that has not quite yet come true and its absence 
was described in negative terms. However, French textbooks emphasized 
the importance of a closer cooperation in this era.  
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Face à la gravité de la crise, la politique sociale des Européens reste 
limitée. Une Charte européenne des droits sociaux fondamentaux des 
travailleurs a été adoptée par le Conseil européen en 1989. Mais 
l'aggravation du chômage dans la dernière étape de la monnaie unique a 
conduit plusieurs pays Européens, dont la France, à refuser une 
Europe du «tout libéral» et à demander la mise en œuvre d'une 
véritable Europe sociale. (Belin, 1998, p. 180.) 
The above quote reveals both the importance of the common European 
social policy and the role of France in a more social Europe. Moreover, it 
reflects the present situation since according to the Eurobarometer 
(2005), many French voters who chose Non to the EU Constitution, 
thought that the Constitution was "too liberal" (19%) or not "social" 
enough (16%).  
The discussion about a more political and social European 
integration reflects the idea that a strong and successful Europe would 
mean a strong and successful France. This was also supported in the data 
by the observation that the United States was represented as a reference 
point for the European integration. Perhaps one could consider that it is 
in fact France, not Europe, who wants to be better than, and different 
from, the United States for which the European integration serves as an 
instrument. Economic power is not the only dimension where Europe 
tries to compete with the USA. Almost equally important seems to be the 
military capacity, in which the European cooperation is trailing behind 
the USA. The message of textbooks could be: Europe must be a 
superpower to compete with the United States and to give back to 
Europe, and to France, some of the world-dominating glory that it lost in 
the 20th century's world wars. Indeed, this interpretation is consistent 
with the previous studies (e.g. Frank, 2002) indicating that “A French 
discourse on meaning is always a discourse on France. And the French 
quest for the meaning of Europe may be identified with the French quest 
for the meaning of France” (p. 311). 
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Figure 2. The structure of the French textbooks’ EU representation 
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Basing on the above, I have named the core of the French social 
representation as French Europe (see Figure 2)33. The core holds 
symbolic value since it helps to understand the discourses (peripheral 
elements) that appeared in French textbooks. It also gives a signification 
to the whole representation. The French Europe has also an associative 
value because it relates to all peripheral elements and organises their 
interdependence. The expressive value of the core is also fulfilled since 
the importance of France and the French is expressed frequently in the 
textbooks.   
The core of the representation is a stable and non-transformable part of 
the representation. It appears both in the older and in the more recent 
textbooks. However, the peripheral elements seem to have changed over 
the years. Whereas the textbook of the 1980s makes invisible European 
integration perceptible by personifying it to former French president 
Charles de Gaulle, textbooks from the 1990s make the European Union 
familiar by anchoring it to familiar meaning systems such as education, 
culture and citizenship. Instead, more recently published textbooks 
anchor the European integration to the past, back to the roots of 
integration process–to the ideas of peace and Franco-German 
cooperation. Thus, peripheral elements seem to result from the anchoring 
of the representation into reality. In other words, the changes in society 
during the last 50 years have shaped the peripheral elements of the 
representation while the core, French Europe, has remained stable.  
The European integration is portrayed as a French instrument: It is 
represented as compatible with the Frenchness and therefore, the 
communication system resembles that of propagation (Moscovici, 1961, 
p. 281). Even though most textbooks hold rather positive attitudes 
towards the European project, its weak points are not spared from 
criticism. It is not described in black-and-white terms like propaganda 
would suggest. Nor does it involve diffusion, which would necessitate 
contrasting positions but not choosing between them. The aim of French 
textbooks is to shape positive attitudes by representing Europe as a 
French creation.  
                                                          
 
 
33 The structure of the social representation is the result of the qualitative analysis 
(7.1.2) showing the relations between main category, categories and subcategories, but 
besides that it also takes into account the results of statistical analysis (7.1.1).  
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To conclude, the core French Europe reflects the French national 
identity. In other words, the social representation of European integration 
is a projection of the French ingroup. In that sense the representation of 
the European integration also serves as a function of self-enhancement 
for French in the European context. Consequently, we can assume that 
the textbooks’ representations of powerful and successful Europe 
strengthen the images of a more powerful France in a globalizing world.
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7.2 BRITISH TEXTBOOKS 
 
Exploring the social representations of European integration in British 
textbooks is not an easy task for two reasons. First, the history of the 
European integration seems to be more or less silenced subject in British 
history and civics teaching. As the analysis of European dimension in the 
curricula (chapter 6.2.2) indicated, the European integration plays a 
minor role in teaching. According to some British history teachers 
(History Teachers’ Forum, 26.8.2005), none of the relevant GCSE- or A-
level syllabuses highlight the EU as a part of the core, the Britain’s 
eurosceptic media (also Rutland, 1998; Cinnirella, 1996; Medrano, 2003; 
Hewstone, 1986) being the main reason for its absence.  
Second, of the all countries in my study, Britain has no clear 
textbook tradition, which presents a problem; the choice of books is 
extremely wide and varied. Moreover, it was quite difficult to find 
textbooks dealing with the topic of the European integration. After 
querying several British publishers and visiting the Georg Eckert 
institute, I discovered that the topic was mainly discussed in the older 
books of modern world history, or more recently, in the books of 
citizenship studies.  
In spite of the challenges of the topic, there were some textbooks 
dealing with the European integration adhered to GCSE and A-level 
teaching. My data consists of both history and civics textbooks. Since the 
market for school textbooks is wide in Britain, I have chosen books from 
several educational publishers (Oxford, Heinemann, Collins Education, 
John Murray, Hodder). As shown in Table 4, the focus is on textbooks 
which are currently used. The data consist of one book from the 1980s, 
two books from the 1990s and six books from the 2000s. 
In most textbooks the topic of the European integration was 
discussed very briefly. The amount of pages dedicated to the topic varied 
from 4 to 25 pages. The total amount of transcribed text (excluding all 
visual material) was 127 pages. 
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Table 4. Number of analyzed pages and elementary context units (ECUs) 
in British textbooks. 
7.2.1 Contents of the EU Representation 
In order to find out what is written on the European integration, all 
British textbooks were submitted to a statistical analysis of textual data. 
The total number of elementary context units (ECUs) was 947 of which 
83.5% were analyzed and 16.5% eliminated.  
The dendrogram (Figure 3) of classes obtained from hierarchical 
analysis is comprised of six categories.  
Publisher and year 
hi = history textbooks, ci = civics textbooks 
Number of pages Number of ECUs 
Heinemann 1982 hi 5 61 
Heinemann 2003 ci 15 74 
Oxford 1996 hi 15 58 
Hodder 1992 hi 13 128 
Murray 2003 ci 8 59 
Collins 2002 ci 4 32 
Collins 2003 ci 4 49 
Collins 2005 ci 4 38 
Collins 2000 hi 25 291 
TOTAL 93 790 
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Figure 3. Dendrogram of the British classes 
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The first class contains 113 selected words, 17% of the retained ECUs. 
The civics textbooks are strongly linked to class 1, as well as the books 
published by Heinemann. In addition, editions published in the 2000s 
seem to be associated with this class, although to a lesser extent.  
Among the most characteristic words are European Parliament, 
Commission, Council of Ministers, Council, represent, decision, law, 
proposal, parliament, elect, member states, EU, European Court of 
Justice, MEPs and Brussels. The vocabulary is related to the European 
institutions and to institutional decision-making as the following strongly 
associated ECU demonstrates. 
These meetings (top meetings) are usually held twice a year. The 
European Council decides policy. The five institutions of the EU are: 
the Council of Ministers, the European Commission, the European 
Parliament, the European Court of Justice and the Court of 
Auditors. (Heinemann, 2003, p. 67) (χ2 = 54) 
The main concern of the class 1 seems to be “how does Europe function 
technically”. Therefore, I label the class 1as institutional EU.  
 
The fifth class contains 157 selected words, 25% of the retained ECUs. 
Class 5 is closest to the class institutional EU. They start from the same 
branch and are opposed to classes 2, 6, 3 and 4. 
Class 5 appears often in civics textbooks. Also the edition of John 
Murray is linked here.  
Goods, currency, countries, Euro, EU, product, business, people, 
work, cheap, rate, UK, travel, money, company and bank are typical 
vocabulary of class 5. The vocabulary deals with trade and money as the 
following ECU demonstrates.  
It has created a single European currency, the Euro, and a borders 
free single market, where goods, people and money move around 
freely. The EU has grown from six to 25 countries. With two more due 
to join in 2007 it has become a major trading power. (Collins, 2005, 
p. 6) (χ2 = 41) 
On the basis of the associated ECUs of the class, it seems that in 
particular, the euro is a dominant topic. Both positive and negative 
aspects of the single currency appear in the text. 
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Supporters for a single currency argue that it would eliminate 
exchange rates, for example, the same money can be used in 
Germany, France or Italy. (Collins, 2005, p. 9) (χ2 = 25) 
I’ll stick to pounds and ounces, not kilos' says Yorkshire butcher 
(John Murray 2003, p. 130) (χ2 = 21) 
As the above ECUs demonstrate, positive features are often linked to 
financial benefits, such as exchange rate mechanism and the easiness of 
money use and traveling. Instead, negative quotes often reflect national 
interests and sentiments (see also below in chapter 7.2.2 EU as a loss of 
national sovereignty). 
Overall, class 5 describes the European Union as a trading power and 
portrays common market and economy as attractive and powerful. Since 
the major topics of the class deal with economy, money and business, the 
class is labeled as economic and monetary EU. 
The second class contains 109 of selected words, 11% of the retained 
ECUs. Class 2 is closer to class 6 than classes 3 and 4, although they all 
start from the same branch. 
The history textbooks are associated to class 2. In addition, the 
editions of the 1990s are linked to this class, as well as the books 
published by Hodder and Oxford.  
Among the most characteristic words are plan, Schuman, Monnet, 
supranational, Belgium, European Coal and Steel Community, European 
Economic Cooperation, Benelux, French, six and sign. The vocabulary is 
associated with the establishment of European economic integration. 
In 1957, they signed the Treaty of Rome, setting up the European 
Economic Community, the results of talks begun at Messina two years 
earlier. The ECSC, originating from a plan by the French foreign 
minister Robert Schuman, arranged supranational institutions for 
the Six’s coal and steel industries. (Collins, 2000, p.  372) (χ2 = 110) 
The above ECU is very typical for class 2. The foundation of European 
cooperation is often personified to the European visionaries: Schuman, 
Monnet, Spaak and Adenauer. This class also reveals British hesitant 
attitude towards participation in the European integration process. 
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The plan demanded that participants agree to lose sovereignty before 
they begun discussing the plan. This was contrary to the British 
desire to develop political structures slowly. (Collins, 2000, p. 373) (χ2 
= 21) 
As demonstrated in the above ECU, the loss of sovereignty is interpreted 
as the major reason for British to stay outside the European cooperation.  
Since class 2 mainly deals with the very early steps of the European 
integration process, I have labeled it as foundation of European 
integration. 
The sixth class includes 147 selected words, 26% of the retained ECUs. 
Class 6 is largest of all classes and it is closest to class foundation of 
European integration. 
Class 6 often appears in history textbooks. In addition, the editions 
of the 1990s, published by Hodder and Oxford, are linked to this class.  
Among the most characteristic words are war, force, America, Soviet 
Union, Western Europe, German, European Community, independent, 
recover, nuclear, peace, bloc and Bevin. 
The associated vocabulary and significant ECUs describe the 
unstable political atmosphere in the post war Europe characterised by the 
American influence on the one hand, and the Soviet and German threat 
on the other hand. Establishment of the European integration is regarded 
as an answer for the security question. 
It would also help to create prosperity, and so prevent the spread of 
communism. In 1944 the foreign office believed Germany to be a 
greater threat to peace than the Soviet Union and wanted to create a 
Third Force Europe. (Collins, 2000, p. 368) (χ2 = 28) 
A metaphor of third force Europe arises in the context of post war 
Europe as the above ECU demonstrates. In order to enjoy the 
independence and maintain security it was in the Europeans’ interest to 
do their best to relieve US-Soviet tensions. However, the attempt to form 
third force Europe failed and in contrast, textbooks emphasize Europe’s 
dependency on the United States. In particular, as also the following 
ECU demonstrates, the special relationship of Britain with the US is 
underlined.  
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The British Government believed that it had a special relationship 
with the United States which was also more important than Europe. 
(Heinemann, 1982, p. 128) (χ2 = 29) 
Class 6 describes the post war European atmosphere which is 
characterised by the war and unstable economic conditions. In this 
context, the European integration is seen as a reaction to unstable 
bipolarised world system. Therefore I label the class 6 as third force 
Europe.  
 
The third class contains 120 selected words, 13% of the retained ECUs. 
Textbooks published by Collins are associated to this class. History 
textbooks and the 2000s editions are also linked to the vocabulary of 
class 3.  
Among the most characteristic words are anti European, Thatcher, 
pro European, party, labour, referendum, conservative, campaign, 
speech, domestic, public, debate and British membership. The 
vocabulary is linked to British political life.  
In other words, Europe is anchored to the British domestic policy. 
Class 3 describes Europe as a tool exploited by the political parties and 
politicians in order to pursue either British national interests or their own 
political aims as can be read in the following ECU. 
Anti-Europeans’ pressure meant that Major opted out of the EU’s social 
chapter. He, like Thatcher, tried to create the impression that Britain 
was winning in Europe, declaring a complete British victory in 
Maastricht negotiations. (Collins, 2000, p. 386) (χ2 = 33) 
Political game is mainly played between and within the Labour party and 
the Conservatives. First of all, it is personified by British former Prime 
Minister, Margaret Thatcher.  
Margaret Thatcher herself became increasingly anti European, 
claiming she had been deceived by European federalists when she 
signed the Single European Act in 1985. Her opposition led other 
MPs who had supported SEA, for example Kenneth, now Lord, Baker, 
to turn against Europe and against Major. (Collins, 2000, p. 387) 
(χ2=25) 
Europe is mainly portrayed in negative terms within the class. Sometimes 
it is even seen as a threat to British national sovereignty, as in the 
following ECU.  
Many left wingers and some right wingers such as Douglas Jay, had 
objections to Britain’s membership of the EEC. Led by Tony Benn and 
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Michael Foot, the left thought that Britain’s national sovereignty 
would be threatened by the EEC. (Collins, 2000, p. 380) (χ2 = 27) 
The European integration appears as a debated issue. Since class 3 is 
characterised by struggle relating to British domestic policy and Europe 
is mixed with national and personal aims, the class is named British 
debate on Europe. 
 
The fourth is the smallest class containing 100 selected words, 7% of the 
retained ECUs. Class 4 is closest to class British debate on Europe. The 
history textbooks, as well as the edition published in the 1980s, are 
related to the class.  
Among the most characteristic words are application, Macmillan, de 
Gaulle, entry, Wilson, applied, vetoed, negotiate, EEC, enter and Britain. 
The vocabulary is associated to British membership negotiations, as the 
below ECU illustrates.  
Wilson’s reply was to leave the application on the table, saying that 
Britain would not take no for an answer. It had become clear that 
Britain could never become a member of the EEC while de Gaulle 
was president of France. (Heinemann, 1982, p. 129) (χ2 = 42) 
British membership negotiations are strongly personified by the French 
President Charles de Gaulle, who is blamed for the British failed 
membership application. 
He said that Britain was too closely tied to America and was not 
really European enough to join the European Community. Britain 
could do little about this. In 1967 the labour government of Harold 
Wilson once again applied to join. This time general de Gaulle said 
the British were not quite ready. (Hodder, 1992, p. 216) (χ2 = 41) 
Class 4 and class 3 both emphasize the British role in the European 
integration. Since the major theme of the class 4 is to describe how 
British applied EEC membership time after time and how general de 
Gaulle vetoed Britain’s entry after each application, the class is labeled 
as British desperate membership negotiations. 
Textbooks of different years are attached to slightly different classes. 
Whereas the edition of the 1980s describes the early steps of the 
integration process from a European and British viewpoint (classes 
foundation of European integration and British desperate membership 
negotiations), the books published in the 1990s are clearly more 
concerned with representing Europe as a third force in global context 
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between the USA and the Soviet Union. Instead, the books published in 
the early 2000s are attached to the class British debate on Europe. 
Different publishers also held slightly different positions regarding the 
European integration. While Collins’ books are tagged to the class 
British debate on Europe, Heinemann discusses more the institutional 
EU, John Murray the economic and monetary EU and Hodder’s book is 
more attached to the class Europe as a third force. 
It seems that the major opposition in British textbooks is on the one 
hand, between classes 1, 5, and on the other hand, between classes 2, 3, 
4, 6–between history and civics textbooks. The first major cluster 
(classes 1 and 5) mainly deals with the economic and institutional issues 
related to the European Union, whereas the latter major cluster is more 
attached to the British role and relations with Europe, and the early steps 
of the European integration process. Whereas the former cluster is more 
connected to the present development of the EU, the latter cluster relates 
to the past development of the European integration. Moreover, the 
attitude towards the European integration is different between the major 
clusters. The first major cluster (classes 1 and 5) represents the European 
Union as a functional and advantageous institution–particularly from the 
economic standpoint. Contrastingly, Europe is described as a difficult 
and ambivalent issue in those classes which focus on the British relations 
with Europe (classes 1, 4, 5, 6).  
To conclude what is written on the European integration, six major 
classes emerged from textbooks: Institutional EU, Economic and 
monetary EU, Foundation of European integration, Third force Europe, 
British debate on Europe and British desperate membership negotiations. 
One can find two dimensions, of which the former is more institutionally 
and economically oriented, and the latter more nationally and politically 
oriented. To better understand the division of European discourse into 
these two dimensions, the next step is to analyze more closely the way 
the image of European integration is constructed in the British textbooks.  
7.2.2 Formation of the EU Representation 
The British textbooks are not identical when it comes to the European 
integration. In particular, the emphasis and the general tone are slightly 
different in the older history textbooks and in more recently published 
civics textbooks. While the older history textbooks hold a more critical 
view, the newer civics books have a more optimistic vision of Europe.  
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As the previous analysis of contents demonstrated, while the emphasis of 
the history textbooks was in national and political issues, the civics 
books were more concerned with economic and institutional sides of the 
European integration. Despite the differences, the textbooks share many 
common discourses which will be discussed below. This chapter aims to 
shed light on the formation of the EU representation. How is the 
European integration made understandable and concrete in British 
textbooks? 
The main categories, found in the theory-driven content analysis, 
were In or outside Europe, EU as unfair, EU as a loss of sovereignty, EU 
as undemocratic and bureaucratic, EU as trade power and EU as 
promoter of citizenship, democracy, security and human rights. The main 
categories as well as their subcategories, will be presented below.  
In or Outside Europe? 
The debate of whether Britain should stay in or outside Europe, appears 
in one way or another in most British textbooks. The textbooks create 
images of Britain as an awkward member: these images are concretised 
in chapter headings, such as “How Far Should the UK Get Involved” 
(Murray, 2003) and “Absence of European Feeling” (Hodder, 1992).  
On the one hand, the European integration process is anchored to 
British difficult relations with France (subcategory), but on the other 
hand, its special relationships with the United States and the 
Commonwealth (subcategory) are underlined.  
During the war the British had not been defeated or occupied as their 
neighbours had been. They did not, therefore, have the same urge to 
unite. Winston Churchill noted this when he told de Gaulle: France is 
the tip of a continent. Britain an island. America another world. 
(Heinemann, 1982, p. 129) 
In the above quote, Winston Churchill brings up the metaphor of an 
island, which creates an image of Britain as separate from the continental 
Europe. Europe, instead, is anchored and objectified to France and is 
portrayed as a French construction.  
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Firstly, de Gaulle wanted France to lead Europe. If Britain was allowed 
in, Britain would also want to lead Europe, so from de Gaulle’s point of 
view, it was better to keep her out. Secondly, he wanted Europe to be 
strong, and independent from American influence. He wanted French 
culture and language to flourish. (Collins, 2000, p. 378.) 
Perceiving Europe as a French construction is obviously problematic for 
British, since Frenchness would not leave much space for British identity 
to survive within the European context. Difficult relations between the 
two countries seem to be personified by the French President Charles de 
Gaulle. All of the history textbooks (Heinemann, 1982; Hodder, 1992; 
Oxfrod, 1996; Collins, 2000) discuss how de Gaulle prevented Britain 
from becoming a member of the EEC before 1973.  
De Gaulle’s vision for Europe stood in the way of British entry, and this 
was the fundamental reason preventing Britain from achieving entry in 
1961 and 1967. (Collins, 2000, p. 377.) 
While the British-French relations appear as troublesome, its US 
relations are cherished. Most textbooks (Heinemann, 1982; Hodder, 
1992; Oxfrod, 1996; Collins, 2000; Collins 2003; Heinemann, 2003) 
emphasize the importance of the United States and the Commonwealth 
as the old allies over Europe, as the following quote also demonstrates.  
Groups such as the United Kingdom Independence Party (UKIP) argue 
that the UK would be better off leaving the European Union. They 
would prefer to trade more with the USA and the countries of the 
Commonwealth ( Collins, 2003, p. 26) 
In fact, balancing between Europe and the United States explains British 
ambivalent attitude towards the European cooperation. The discourse of 
whether to stay in or outside seems to have persistent roots. It starts with 
British refusal to join the ECSC in the 1950s and continues in the current 
textbooks in the euro debate. Thus, the image of the European integration 
appears as controversial in most of the British textbooks. 
 
EU as Unfair 
The most negative images of the European integration appear to be built 
on a sense of unfairness and fear. The image of unfair Europe is 
anchored to fishery policy (subcategory) and in particular to the 
Common Agricultural Policy (subcategory). Metaphors of wine lakes and 
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butter mountains are brought up in some textbooks (Hodder, 1992; 
Oxford 1996) to make the abstract problem concrete.  
EU is portrayed as expensive and as a bad deal for Britain, which is 
regarded as the largest contributor in the European Community as the 
below quote expresses.   
Another unfair feature was that countries that imported large amounts 
of goods, especially Britain, paid the most of the Farm Fund, even 
though British agriculture was efficient. (Hodder, 1992, p. 218) 
British agriculture is portrayed as efficient, whereas French and Italian 
(sometimes also German) agriculture is accused of being too inefficient. 
As the following quote illustrates, in particular France and the French 
farmers are given the role of scapegoat. 
This was largely for the benefit of French farmers who are not as 
efficient as the farmers in some other countries (Oxford, 1996, p. 155) 
France is told to have gained the most, because of its large farming 
sector. As the below quote indicates, French farmers are not the only 
ones blamed for the distorted system, but the French government is also 
seen as being guilty for not trying to solve the problem. 
French governments always seemed unable or unwilling to deal with 
this very basic problem. (Hodder, 1992, p. 216) 
The old confrontation between the British and the French becomes 
visible through the unfairness of common agriculture policy. Therefore, 
these ingroup-outgroup relations seem to shape the construction of the 
European image. However, the image of unfair Europe appears mainly in 
the older textbooks and the agriculture does not seem to be the kind of 
“hot topic” in the current textbooks (except Collins, 2003), although the 
budgetary questions are still regarded as important (for instance in 
Heinemann 2003 in the chapter “How Much Does the EU Membership 
Cost?”). The focus has shifted from agriculture to the euro debate–
evoking not so much the sense of unfairness but the sense of threat. 
EU as a Loss of Sovereignty 
All British textbooks mention the fear of losing British autonomy in the 
context of the European integration. 
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Finally, many opponents of the European Union fear that it 
undermines the UK’s national sovereignty. (Collins, 2002, p. 26) 
The loss of sovereignty is often expressed as a consequence of the 
supremacy of European law over national law. Some EU regulations 
(subcategory) are sometimes regarded as a direct threat to British people 
as can be seen from the following quote. 
British fishermen lose their jobs as European fish quotas cut amount 
of fish they are able to catch. (John Murray, 2003, p. 130) 
These regulations usually concern either agriculture or fishery, but they 
may as well deal with European human rights or common monetary 
policy. The fear of losing national sovereignty is most often attached to 
the single European currency, the euro (subcategory). All current 
textbooks (Heinemann, 2003; Collins, 2001; Collins, 2002; Collins, 
2003; Collins, 2005; John Murray, 2003) mention that introducing the 
euro would mean loss of sovereignty.  
They also think that Britain will be less British without the pound 
and worry that more decisions about Britain’s finances will be made by 
Europe. (Heinemann, 2003, p. 74)  
The euro is often attached to economic disadvantages (losing control 
over interest rates or leading to inflation), but as in the above quote, 
sometimes the euro is seen as a threat for national identity. Besides 
describing the euro negatively, its positive sides are always mentioned. 
Advantages are mainly seen as economic, such as easiness for people and 
businesses to work and travel within the EU. Altogether, the theme of the 
euro is given relatively much room in all current textbooks. All textbooks 
published in the early 2000s have pictures of euro notes and coins (see 
section 7.2.3 below). Thus, it seems that the euro has started to symbolise 
the whole European project in the current British textbooks. It has in a 
way replaced the discussion about the European integration process. In 
other words, the EU has been naturalized in the euro, which means that it 
provides an anchoring point for the new, unfamiliar ideas and objects. 
Critics say that joining the euro is a big step towards a United States 
of Europe. They believe that countries are losing control of their own 
affairs.  (John  Murray, 2003, p. 130) 
As in the above quote, the threatening federal development of Europe is 
anchored to common monetary union. A metaphor of the United States 
of Europe appears in most British textbooks (Heinemann, 1982; Hodder, 
1992; John Murray, 2003; Oxford, 1996) to concretize the fear of federal 
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development. In this way the EU is made sense of in relation to the 
United States, and the federal system of the US is an objectification for 
the EU’s system of governance. This kind of development may be seen 
as threatening, since it would mean a loss of British national sovereignty. 
EU as Undemocratic and Bureaucratic 
The perception of the EU as an undemocratic and bureaucratic entity 
emerges in some British textbooks (Collin, 2003; John Murray, 2003; 
Oxford, 1996). This image seems to be founded on a sense of 
powerlessness to control national issues. It is attached to inefficient 
decision-making process (subcategory). 
The Eurocrats sometimes seem to make regulations without fully 
understanding the very real differences between the various countries. 
(Oxford, 1996, p.  155) 
As the above quote indicates, decisions and regulations are forced 
without considering national differences between the countries. Some 
metaphors are used to facilitate creation of institutional and bureaucratic 
image of the EU. The civil servants of the EU are called Eurocrats. EU 
bureaucracy and regulations are concretised in a metaphor of red tape.  
Europe creates mountains of red tape – rules and regulations- which 
we would be better off without. (John Murray, 2003, p. 131) 
However, the idea of democratic deficit is not expressed explicitly, 
although it is brought up when ordinary people are not seen to hold much 
influence in the European institutions and when the European Parliament 
is blamed of being too weak compared to other institutions, such as the 
European Commission.  
EU as Trade Power 
The most positive images of the European integration are linked to 
economic growth. All British textbooks anchor the EU to trade and 
business and portray the integrated Europe as a trade power. First of all, 
the UK’s membership in the European cooperation is justified on 
economic grounds as the following quote expresses.  
All three main political parties support being members of the European 
Union. They argue that the United Kingdom’s trade with other 
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countries has grown massively since the UK joined the European 
Union. (Collins, 2002, p. 26) 
Huge market is seen to profit companies, which find it easier to sell their 
goods and services in other EU countries because there are no barriers to 
trade. Moreover, the citizens are mentioned as beneficiaries due to a 
wider choice of goods and services and the guarantee of the standard of 
the goods.  
EU as Promoter of Citizenship, Democracy, Security and Human 
Rights 
Although the discourse of EU as a trading power dominates the positive 
aspects of the European integration, the European integration is also seen 
to have other kind of advantageous features–although they are not 
brought out very strongly. Few current textbooks (Heinemann, 2003; 
Collins, 2002; Collins, 2005) anchor the European Union increasingly to 
citizenship (subcategory), although the idea of the EU citizenship still 
appears predominately as an institutional definition and is not strongly 
rooted to everyday life of the citizens, expect in one textbook 
(Heinemann, 2003) in which it is linked to consumer goods and the 
social charter improving the living and working conditions of the EU 
citizens. 
Moreover, the European Union is portrayed as a promoter of 
democracy, security and human rights (subcategories). The respecting of 
democracy and human rights are mentioned in some textbooks 
(Heinemann 2003; Hodder, 1992; Collins, 2003; Collins, 2005) as the 
fundamental ideas behind the European cooperation. Developing the 
areas of freedom, security and justice are mentioned as one of the major 
tasks of the EU (Collins, 2002; Collins, 2005). 
Like in the textbooks of the other countries, the support for the 
European integration is sometimes linked to war and peace in reference 
to history (John Murray, 2003; Hodder, 1992; Collins, 2005). However, 
unlike in the books of many other EU countries, the theme of peace is not 
given much space, but is only referred to very briefly. The fear of Soviet 
Union is mentioned almost as often as a motive behind the European 
cooperation (Oxford, 1996; Heinemann, 1982; Hodder, 1992).  
One could therefore draw the conclusion that when the European 
integration is discussed in British textbooks, it seems that economic 
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interests prevail over the ideological ones. The controversies seem to 
characterise the British textbooks’ image of the European integration. 
The positive sides are mainly anchored to the success of trade and 
business, whereas the negative sides are associated to the loss of 
sovereignty and to the unfairness of agriculture and fishery policies. In 
particular, the sense of fear and unfairness are made concrete by the use 
of metaphors such as eurocrats, the United States of Europe and butter 
mountains. It also seems that Europe, especially in the older books, is 
objectified in France whereas Britain itself is balancing between Europe 
and the United States. In the current textbooks, the discussion is, instead, 
more devoted to the euro debate, and therefore, it seems that the 
European integration is naturalised in the single European currency.  
7.2.3 Visual Image of the EU Representation 
Compared to text, visual illustrations have a rather minimal role in 
British textbooks. The summary of the visual illustrations of the 
textbooks is presented in Table 5. However, visualisations are not usually 
commented in the text and, therefore, they may have functions 
independent of text. 
 
Table 5. The number of various illustrations in one textbook from the 
1980s, two from the 1990s, six from the 2000s. 
Type of illustration 1980s 1990s 2000s Total 
Total number of analyzed textbook pages 5 28 60 93 
Pictures 1 8 25 34 
Maps 0 5 5 10 
Diagrams 0 2 1 3 
Caricatures 1 6 1 8 
Posters 0 2 0 2 
Tables 0 0 2 2 
Drawings 0 0 2 2 
Total of illustrations 2 23 36 61 
 
 
Pictures are the most typical form of visualisations in British textbooks. 
There are some shared motifs that are often visualised in them.  
In the currently used textbooks, symbols like the euro (5 images), the 
EU-flag (3 images) and the EU-passport (1 image) have increasingly 
become objectifications of the EU. In particular, euro coins and notes 
make the entity a familiar one–the euro has become a symbol of the 
whole integration process. 
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Pictures (2 images) of the Eurostar train are typical only to British 
textbooks and so it is a familiar objectification for the British. The train 
symbolises the freedom of traveling reflecting the positive sides of the 
British EU membership.   
 
As the above Image 6 illustrates, the Eurostar is seen to bring Europe 
closer, but at the same time it symbolises the distance between the UK, 
an island, and Europe, the continent. The captioned text demonstrates 
this by stating: “The Eurostar makes it easier to travel to Europe” instead 
of saying “in Europe” (cf. discourse in or outside Europe above), as if 
Britain would not be part of Europe.  
The Common Agricultural Policy (CAP) is another topic that is 
made more concrete in visual illustrations. This is not surprising, since 
CAP has received a lot of criticism from the British since the UK became 
involved in the European project. Agriculture is visualised as inefficient 
and underdeveloped (2 images), as in Image 7, as “barley mountains” (1 
image) or as farmers’ demonstrations (1 image).  
 
Image 7. (Collins, 2003, p. 28) 
Image 6. (Heinemann, 2003, p. 76) 
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Therefore it seems that the problem of common agricultural policy is 
made concrete by controversial, even threatening, objectifications aiming 
to represent the agriculture as backward and inefficient and to reinforce 
the negative image the European integration.  
As in the Finnish and Swedish textbooks, some British textbooks 
also locate the European integration in the headquarters in Brussels or in 
Strasbourg (3 images). These pictures of massive buildings create an 
image of a complex European Union.  
The use of caricatures is typical to two textbooks published in the 
1990s. As in the below Image 8, most of the caricatures depict the French 
President Charles de Gaulle (5 images), who prevented British entrance 
in the EEC in 1960s.  
 
 
In these kinds of caricatures, the British difficult relations with France 
and with the European integration process are personified by President 
Charles de Gaulle. The message of caricatures complements the image of 
Image 8. (Hodder, 1992, p. 216) 
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Europe as a French construction, whereas Britain is portrayed as an 
outsider to Europe. 
Caricatures may also have a more critical function in the 
construction of representation, as in the following Image 9.  
 
 
 
The above illustration displays a time chart of European development. 
The caricature is not commented at all in the text, but instead allows the 
reader to make his or her own interpretations. The text in the caricature is 
based on the historical facts (years of historical events), but the message 
transmitted through a paralysed Europe is likely to foster a negative and 
critical image of the European construction. In this case, the abstract 
European integration process is made concrete and touchable by using a 
paralysed man as an objectification. 
Unlike in textbooks of many other countries (e.g. France, Finland), 
maps are not in a central role in British textbooks when it comes to the 
European integration, although there is a small map representing Europe 
Image 9. (Oxford, 1996, p. 158) 
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in most British textbooks. The reason why the European integration is 
not that strongly objectified as a geographical space may follow from the 
British feeling of being separated from the continental Europe. Or 
perhaps there is no need to emphasize the EU in comparison with the rest 
of the world (cf. visual image in French textbooks chapter 7.1.3). One 
peculiar feature comes up when taking a closer look at maps–only the 
southern Finland is included in many British maps standing for the 
European Union (e.g. Collins 2000; Collins 2003).  
Although visual images are not in a major role in British textbooks, 
they share some common features. In the civics textbooks published in 
the early 2000s, the European integration is objectified in symbols of the 
euro or twelve stars, but not so much in a geographical space of Europe. 
Negative image of the European integration is supported by pictures of 
inefficient and undeveloped agriculture. Moreover, the use of caricatures 
reflects the critical stance towards the European cooperation. To 
conclude, illustrations seem to often hold more negative than positive 
connotations which have implications for the construction of the EU 
representation. 
7.2.4 Transformation of the EU Representation 
Most British history textbooks completely ignore the topic of the 
European integration. I came to this conclusion when I went through 
several British history textbooks in the Georg Eckert institute. For 
instance, the history textbooks dealing with modern world history 
published by two major educational publishers Heinemann and Oxford 
did not contain anything on the topic. Therefore, my first conclusion was 
that the European integration is a silenced topic in most British 
textbooks. 
Nevertheless, some books discussing the topic were found. Since 
Britain joined the European Community in 1973, my aim was to compare 
books between the 1970s and the 2000s. However, I could not find books 
published in the 1970s dealing with the European integration. 
Consequently, the analysis of the transformation of social representation 
of the European integration is based on a limited amount of data: one 
book from the 1980s, two books from the 1990s and six books published 
in the 2000s.  
The statistical analysis of textual data demonstrated that the 
textbooks from different time periods focused on different topics. 
  184 
Whereas the class British desperate membership negotiations was given 
emphasis in the book from the 1980s, books from the 1990s were more 
concerned with the political and global atmosphere in the post war 
Europe (Third force Europe and Foundation of European integration). 
Instead the classes British debate on Europe and institutional EU 
appeared most often in the more recently published textbooks.  
As the statistical analysis in section 7.2.1 showed, the European 
integration is mainly seen from the British perspective in the textbook 
from the 1980s. British EEC membership is portrayed as troublesome. 
British do not seem to know whether to be in or outside Europe. At the 
same time, British special relations with the Commonwealth and the US 
are brought up. The European cooperation is positioned to the continental 
Europe of which Britain exists aloof. Europe, instead, is associated with 
France, whose President, Charles de Gaulle, is accused of standing in the 
way of British membership. On the one hand the European integration is 
characterized as a powerful economic trading block, but on the other 
hand, it is criticised for its fishery limits and unfair agricultural policy.  
Also, the two textbooks from the 1990s position British as an 
outsider to Europe. The European integration is criticised in many ways. 
In particular, the Common Agricultural Policy is portrayed as unfair for 
British, who are the largest contributors to the EC. Like in the older 
textbook, France is still seen as the scapegoat for all the troubles. While 
France is still the objectification for Europe, the British special relations 
to the US and the Commonwealth are underlined. Although the European 
cooperation is criticised, it is portrayed as attractive for the economic 
reasons.   
The British debate on the European issues is even more clearly 
present in the current textbooks. In particular, the euro as a controversial 
topic, appears in all textbooks. The textbooks reflect the current political 
debate on euro that has been going on since 1999 when eleven European 
countries launched the euro as a trading currency, but Britain decided to 
stay out. The debate on the euro in British textbooks also demonstrates 
the ambivalent attitude towards the European integration. On the one 
hand, the euro is valued positively mainly for the economic reasons and 
the easiness of the money use abroad but on the other hand, it is 
associated with loss of sovereignty. British textbooks of the 2000s seem 
to anchor and objectify the European integration to the euro.  
All textbooks published in the early 2000s discuss the European 
integration by presenting its pros and cons. The way to discuss the 
European integration is not as negative as in the older textbooks. Side by 
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side with the negative images of harmful and unfair Europe, exist more 
positive images. As in the older books, the membership is justified 
mainly on economic grounds, but some books also discuss how the 
membership benefits European citizens. The approach is quite factual 
and institution-oriented, but European integration does not appear as a 
mere monster threatening British political autonomy, but also as a more 
concrete institution that has effects on its citizens’ everyday life. British 
special US relations are not highlighted as much as in the older books nor 
is France regarded as a troublemaker. Britain is portrayed as a member of 
the European Union–not so much as the outsider of Europe. Despite this 
the European integration is represented as a controversial issue. The 
European integration still appears as troubling, even threatening, 
although not in the same way as in the older books where Britain was 
more clearly positioned as an outsider. The representation has 
transformed during the years, reflecting the actual social and political 
developments, which have forced Britain to get more deeply involved in 
the European cooperation. Some familiarization of the European image 
has happened, but the ambivalent and the controversial nature of 
representation remains persistent. 
 
7.2.5 Consclusions: AMBIVALENT EUROPE 
As we have seen above, the ambivalence characterises the social 
representation of European integration in British textbooks: Whether to 
stay in or outside Europe? Whether Europe is something advantageous or 
whether it is a threat and harmful for British? Or more recently–whether 
to join in the euro or stay outside? 
Therefore, I label the core of British representation as ambivalent 
Europe. This core is expressed through the dialectical discourse: All 
British textbooks value positively the economic sides of the European 
integration. The EU is represented as a powerful trading block, which 
benefits both its companies and its citizens. On the other hand, all 
textbooks address some kind of criticism towards the European project. 
Often it is portrayed as a threat for the national sovereignty. 
These two poles–harmful and advantageous Europe–are somewhat 
equally important. It is hard to find a textbook where European 
integration is not described positively as a trade power. On the other 
hand, when it comes to the European integration, the issue of national 
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sovereignty is almost always brought up. Therefore, the core of 
ambivalent Europe manifests in the discourse as oppositional system 
between harmful and advantageous European integration and is thus, 
generated by the old, deep-rooted themata good versus bad. The thema 
advantageous Europe is contextualized by anchoring European 
integration into trade and economy. Instead, the thema harmful European 
integration is contextualized in the core of representation by attaching it 
to unfairness of agriculture, to eurocrats and to the loss of national 
sovereignty.  
 
 
 
 
 
 
 
 
 
 
Figure 4. The structure of the British textbooks’ EU representation 
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The core ambivalent Europe also has an associative value: as illustrated 
in Figure 4, it relates to much larger amount of elements than any other 
element of the representation. The analysis of the transformation of 
British representation showed that the ambivalence about Europe seems 
to be a stable and non transformable part of the representation. It appears 
in all textbooks regardless of time and type of the textbook. Instead, for 
instance the discourse of in or outside Europe is more typical for the 
older history textbooks and is therefore seen as a peripheral element of 
the representation.   
In general, British textbooks are quite short-spoken about the 
European integration. The topic is absent from most current history 
textbooks and also civics textbooks discuss it quite briefly.  
In particular, the results of ALCESTE indicated that there is a more 
institutional and economically oriented and a more nationally and 
politically oriented way to talk about the European integration. Indeed, 
whenever the European integration is discussed, it is mostly regarded 
from British viewpoint. There is no such thing as European Europe, or if 
there is, it is often somehow related to Britain. For instance, the 
development of the European integration process, common values and 
common European heritage are silenced topics unlike in the textbooks of 
many other European countries (e.g. France, Germany). However, in 
some recently published civics textbooks the viewpoint is more 
European, but in such cases, it is anchored almost exclusively to 
economy. In a couple of textbooks (Heinemann, 2003; Collins, 2005) the 
European integration is also attached to the citizenship, which could 
perhaps stand for a new, more European way to represent the European 
integration. Also in one British textbook (Collins, 2000) the social 
charter, European food and football were mentioned as concrete 
examples of Europeanisation. However, one could say that a shared, 
more ideological ground or a myth of the European project, is practically 
absent in British textbooks.  
Since Britain’s own position in Europe is talked about in the context 
of the European integration, one could draw a conclusion that social 
representations of Europe are actually social representations of British 
national identity. The identity is thus located in the social representations 
of the European integration. In other words, these notions of the 
European integration seem to form a part of Britishness.  
As we have seen above, Europe is talked about in the older textbooks 
as an outside place and it seems that British are not at all sure if they 
want to be there. At the same time, Europe is represented as a French 
  188 
construction and France as a scapegoat for the unfair agricultural policy 
and for the British late entry in the EEC. This result is consistent with 
previous studies (e.g. Marcussen et. al., 1999) indicating that Europe 
serves as the “other” for the British.  
This finding should also be regarded in the light of the history of 
these two nations: The competition between France and England has 
been going on for nearly seven centuries, since the Hundred Years War. 
The British identity was forged in the conflict with France, meaning that 
Britain invented itself as the anti-France. (Garton Ash, 2001; Ichijo, 
2003). On the other hand, the United States appear as the key partner of 
Britain, reflecting the British foreign policy in the 20th and 21st century: 
as Garthon Ash (2001) analyzes, a fascination with American solutions 
has been common for all British governments.  
Consequently, it seems that social representations cannot be 
understood without considering the aspects of social identity. Specific 
ingroup-outgroup categorizations seem to determine and shape the 
shared meaning of the European integration. In this view, social 
identities are prior to social representations. (Brewer, 2001.)  
When considering the social representations of the British textbooks, 
we must keep in mind that the British press is strongly opposed to 
Europe (see e.g. Euromyths in European Commission internet sites) (e.g. 
Cinnirella, 1996; Medrano, 2003; Rutland, 1998). One could say that the 
textbooks partly reflect the euro-sceptic public discourse, while also 
emphasizing the benefits of the membership.   
As mentioned above, the European integration is discussed in the 
textbooks by presenting its pros and cons. In other words, the British 
textbooks present contrasting positions to the reader. Therefore, the core 
of ambivalent Europe could be seen to reflect the communicative form of 
diffusion (Moscovici, 1961). As we have seen above, although both sides 
are given a voice, the anchoring categories used for describing them 
differ. Whereas the positive images of European integration are built on 
the economic advantages, the negative images rest upon emotional 
categories, such as sovereignty and sense of unfairness. This difference 
in anchoring categories may be a tactful way of giving partial images of 
the European integration. Whereas benefits of trade do not necessary 
concern the reader, the sense of threat may touch him or her in a more 
personal level. 
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7.3 GERMAN TEXTBOOKS 
History is a compulsory subject for all German Gymnasium students. 
Instead, civics is not a separate subject, but it is integrated in several 
subjects, such as in history and political science. Therefore, the selected 
material for this study consists merely of history textbooks of upper 
secondary school. Textbooks were chosen from major educational 
publishers (Klett, Westermann, Oldenbourg, Diesterweg). Three books 
were published in the 2000s, two in the 1990s and one textbook in the 
1980s. 
Most German textbooks are rather weighty for the reader; they often 
contain more than 300 pages (Pingel, 2000, p. 31). To make them even 
heavier, the font is often small and the use of visual material minor. 
Moreover, most German textbooks include lots of authentic source 
material. As a consequence, editions often contain lengthy quotations. 
These authentic documents may pose problems for the readers since they 
often include obscure expressions and require background knowledge 
that the pupil usually does not have. 
All selected textbooks comprise a chapter that deals with the 
European integration (subchapter in the book of the 1980s) but in some 
books (e.g. Klett, 2005; Diesterweg, 2003) the topic is also dealt in the 
context of globalization and Islam. The amount of pages devoted to 
European integration varied between 7 and 52 pages. As demonstrated in 
Table 6, compared to older editions, the topic is discussed more 
extensively in the current textbooks, particularly in the textbook 
published by Klett. The total amount of transcribed text (excluding all 
visual material such as photos, diagrams etc.) was 160 pages. 
 
 
Table 6. Number of analyzed pages and elementary context units (ECUs) 
in the German textbooks. 
Publisher and year Number of pages Number of ECUs 
Klett 1984 7 44 
Klett 2005 52 538 
Westermann 1996 10 80 
Westermann 2003 16 98 
Oldenbourg 1994 19 166 
Diesterweg 2003 16 121 
TOTAL 120 1047 
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7.3.1 Contents of the EU Representation 
First, to explore the contents of the European integration discourse the 
German textbooks were submitted to a statistical analysis of textual data 
(ALCESTE). The total number of elementary context units (ECUs) was 
1439 of which 72.7% were analyzed and 27.3% eliminated. The 
dendrogram of classes obtained from hierarchical analysis is comprised 
of two classes.  
 
The first class contains 194 selected words, 33% of the retained ECUs. 
The books published in the 1980s and 1990s as well as the editions of 
Diesterweg and Oldenbourg are linked to class 1.  
Among the most characteristic words are parliament, Council of 
Ministers, Treaty, member states, Commission, Maastricht, security 
policy, economic, decision and monetary union. The vocabulary is 
Figure 5. Dendrogram of the German classes 
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related to the institutional, economic and political development of the 
European integration process as the following ECU, typical for class 1, 
demonstrates. 
Die 12 EG Mitglieder beschlossen die Gründung der Europäische 
Union (EU) als wirtschaftliche, politische und soziale Gemeinschaft 
und bestimmten die drei Säulen, die das grosse „Dach" des 
gemeinsamen europäischen Hauses tragen. (Diesterweg, 2003, p. 183) 
(χ2=15)  
The European Union is described as a common European house 
composing of economic, social and political ingredients standing on the 
three pillars of the EU. Europe’s major institutional steps, the most 
significant treaties, as well as the technical functioning of the European 
institutions play a vital role within the class as the following ECU 
demonstrates.  
Artikel 4: Die der Gemeinschaft zugewiesenen Aufgaben werden durch 
folgende Organe wahrgenommen: ein Europäisches Parlament, , 
einen Rat, eine Kommission, einen Gerichtshof, einen 
Rechnungshof. (Diesterweg, 2003, p. 184) (χ2=20)  
The use of language is rather dry and factual; text contains a lot of 
official information on the topic. It deals with political, constitutional and 
institutional development of the Union and describes the structure and 
function of the EU institutions. Thus, I label the class 1 very generally as 
the European integration process. 
 
The second class contains 123 of selected words and 67% of the 
retained ECUs. The books published by Klett as well as the editions of 
2000s are strongly associated with this class.  
Among the most typical vocabulary are Europe, we, I, German, 
France, world, borders, nation, people, history and war. Also such 
words as idea, peace, national state, Turkey, Russia and American are 
associated with class 2. The vocabulary and the discourse is more 
diffused, compared to class 1, but it seems to be somehow associated 
with the character of Europe–what Europe is like.   
Compared to class 1, the dry and factual use of language has turned 
into a more emotional description that is often decorated by quotations 
from authentic material. This also means that more sensitive issues, even 
national questions, are discussed within class 2. 
The European character is rooted in continent’s warlike history. As 
the following ECU from Winston Churchill’s speech from the year 1946 
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illustrates, the European cooperation (or United States of Europe as he 
proposes) was needed urgently to avoid future wars and conflicts.  
Ich muss Sie aber auch warnen. Die Zeit ist vielleicht knapp.  
Gegenwärtig haben wir eine Atempause. Die Geschütze schweigen. 
Der Kampf hat aufgehört, aber nicht die Gefahren. Wenn es uns 
gelingen soll, die Vereinigten Staaten von Europa oder welchen 
Namen auch immer sie tragen werden, zu errichten, müssen wir 
jetzt damit beginnen. (Westermann, 2003, p. 563) (χ2=14)  
European character is not only built on the warlike memories, but also 
contrasted with outer threats as the following ECU demonstrates.  
Europa erlebt seine Einheit vor allem dann, wenn es um die Abwehr 
geht, und es verliert diese Einheit, wenn die Gefahr geschwunden ist. 
(Westermann, 2003, p. 562) (χ2=14)  
As the above ECU indicates, the experience of unity becomes possible 
for Europe whenever it is threatened by outer danger. Within class 2, the 
most often named European “other” is Turkey. Whether Turkey is part of 
Europe or not is a debated issue in some German textbooks as the 
following ECU characterizes. 
Diese Einwände gegen einen EU Beitritt stechen noch mehr, wenn es 
um die Türkei geht.  Das muslimische Osmanenreich hat rund 450 
Jahre lang gegen das christliche Europa nahezu unablässig Krieg 
geführt; einmal standen seine Heere sogar vor den Toren Wiens. Das ist 
im Kollektivgedächtnis der europäischen Völker, aber auch der 
Türkei tief verankert. Es spricht darum nichts dafür, eine solche 
Inkarnation der Gegnerschaft in die EU aufzunehmen. (Klett, 2005, 
p. 427) (χ2=5)  
These discussions on Turkey’s EU membership are often anchored in the 
division between Muslim Turkey and Christian Europe. Another 
anchoring point for the debate whether Turkey is part of Europe or not, 
lies in the history of the Ottoman Empire that is brought up in the ECUs 
above and below.  
Gräbt man im Geschichtsbuch, so fällt auf, dass die Türkei zu 
Europa gehört, anders als Turkmenistan oder Marokko. Wie 
selbstverständlich war das Osmanische Reich in das europäische 
Mächtegeflecht der Frühen Neuzeit eingebunden. Christentum und 
Islam taugen nicht für politische Grenzziehungen. Beide sind Teil 
der europäischen Geschichte. (Klett, 2005, p. 426) (χ2=16)  
Europe is portrayed as a geographic entity. It is not only set against 
Turkey, but also confronted with the changes in the Eastern Europe. In 
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this context, Germany is portrayed as a key player that has a moral 
obligation to support the unification of European continent, as the below 
ECU indicates.   
So wächst eine europäische Gemeinsamkeit heran, die wir als Deutsche 
inmitten Europas dringlich benötigen, nicht nur aus 
wirtschaftlichen Gründen, sondern langfristig noch viel mehr aus 
geographischen und historischen Gründen um unserer Politik und 
Sicherheit willen. Wie müssen es als einen Glücksfall der Geschichte 
begreifen, dass die Vereinigung Deutschlands in jene Epoche fällt, 
in der auch die Vereinigung Europas heranrückt. (Westermann, 1996, 
p. 244) (χ2=16)  
As illustrated above, Germany is needed within Europe; it bears 
responsibility not only for the economic reasons, but also for the geo-
political and historical reasons. From the German perspective, the 
European Union appears as a tool to smooth the East-West divide. 
German reunification in 1990 provides a reference point for the eastern 
enlargement of the EU. The Eastern Europe is portrayed historically as 
an essential part of Europe.  
Ich glaube, wir können Europa viel anbieten. Wenn wir als 
Gemeinschaft zu überleben vermochten, dann nicht zuletzt dank unserer 
Anhänglichkeit an bestimmte Institutionen und Werte europäischer 
Prägung. (Klett, 2005, p. 471) (χ2=16) 
As the former Polish Prime Minister Mazowiecki states in the above 
ECU, Europe is associated with certain values and institutions. Such 
values as democracy, human rights and freedom are portrayed as 
characteristics of the European Union. These belong to a common set of 
values forming the base for the European identity. 
The central idea in class 2 is that being initially founded to provide 
security and promote wealth in Europe, the European Union has become 
a global economic power. Although it is an economic giant, the EU still 
lacks the competencies in the areas of foreign, security and defense 
policy that would make it an influential actor in world politics as the 
following ECU states.  
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Die EU sei, so kann man zuweilen lesen, ein wirtschaftlicher Riese, 
aber ein politischer Zwerg. Oder, wie es der Europaparlamentarier 
Klaus Hänsch ausdrückte: „Wir haben die Verantwortung einer 
Weltmacht und sind wegen unserer Strukturen nicht in der Lage 
sie wahrzunehmen. (Klett, 2005, p. 473) (χ2=14)  
As the German politician says in the above ECU, the EU has 
responsibility to take part in world politics, but because of its structures, 
it is not able to do so. As a consequence, it remains a frustrated world 
power from which the power to express its political identity is withheld.  
Class 2 describes Europe in relation to its wartime history, as well as 
its relations to others. It also deals with the issues of identity. Sometimes 
the European identity is discussed more directly as in the following ECU: 
Die europäische Identität verstanden als eine Stärkung der Solidarität 
unter den Nationen, aus denen sie besteht  ist eine gute Idee. Diese 
Idee ist notwendig, aber sie muss noch erfunden werden. Sie wird nur 
aus der Verlängerung der nationalen Identitäten entstehen, nicht als 
deren Ersatz. (Klett, 2005, p. 455) (χ2=12)  
As the ECU states, the European identity, understood as a strengthening 
of solidarity between the nations, is a good and much-needed idea 
although it has not been invented yet. The European identity is portrayed 
positively, although the primacy of a nation is underlined. Overall, class 
2 concerns the essence of Europe, composing of history, values and 
confrontation to others. Thus, I name class 2 European character.  
To conclude, the textbooks from different years seem to be to some 
extent attached to different classes. While textbooks published in the 
1980s and 1990s mainly deal with the European integration process 
itself, the books published in the early 2000s are more concerned with 
the European character and identity. There are also some variations 
depending on the publishing house. Whereas the editions published by 
Klett (especially Klett, 2005) are more tagged to class 2, class 1 
dominates in the books published by Diesterweg and Oldenbourg.  
To conclude what is written on the European integration in German 
textbooks, the statistical analysis of vocabulary showed two classes: 
European integration process and European character. The approach to 
the topic of the European integration was different between the two 
major classes. Whereas the discourse of European integration process 
mainly rests on factual information about the political and institutional 
development in Europe, the discourse of European character is more 
emotionally loaded, containing opinions of the author or the authentic 
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source. In other words, there exists a Europe as an institutional, political 
and economic process and a Europe as an identity issue. To better 
understand the division of the European discourse into these two classes, 
I will next analyze more throughly the formation of different discourses 
in the German textbooks.   
7.3.2 Formation of the EU Representation 
All German textbooks hold rather positive tone towards the European 
integration. Nevertheless, the approach is not exclusively positive, nor is 
it merely negative: Most textbooks aim to show different perspectives 
and views of the same topic. It has its opponents and proponents, its 
successes and problems.  
The below descriptions from the textbooks published in the 1980s 
and 2000s characterize the two-sided nature of the European integration 
process. 
Aber trotz aller Reibungen und unerfüllten Hoffnungen stellt die west 
Europäische Gemeinschaft ein historisch einmaliges Modell 
internationaler Zusammenarbeit dar, denn die EG Organe treffen 
Entscheidungen, die ohne die Sperre nationalstaatlicher Souveränität 
in den Mitgliedsstaaten unmittelbar geltendes Recht sind. (Klett, 
1984, p. 381) 
Die Europäische Einigung unserer Tage ist ein beispielloser 
weltgeschichtlicher Vorgang. Niemals zuvor waren selbstständige 
Staaten bereit, um einer gemeinsamen Sache willen auf Teile ihrer 
Souveränität zu verzichten und die Gleichrangigkeit aller Partner 
zu respektieren. Im heutigen Europa finden sich dagegen Staaten 
zusammen, in denen unterschiedliche Sprachen gesprochen werden, die 
auf eine oft lange Geschichte zurückblicken und eine unverwechselbare 
Lebensart aufweisen. Auch wenn diese Staaten sich hinsichtlich ihrer 
Geschichte, Bevölkerungszahl, Wirtschaftskraft und ihres politischen 
Gewichtes teilweise markant unterscheiden, gibt es keine 
Führungsmacht, die den anderen ihren Willen aufzwingen könnte. 
(Klett, 2005, p. 448) 
As both the above examples convey, despite its frailties, the European 
Community is a historically unique model of cooperation. Thus it is 
portrayed as a story of both negative and positive attributes, but still 
resulting in a happy ending. 
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In the following I present the main categories and subcategories 
found in theory-driven content analysis: guarantee of peace, economic 
motor, political dwarf, between east and west and European essence. The 
results of the analysis–main categories, subcategories and their 
interrelations–are presented later in this section in Figure 6. 
GUARANTEE OF PEACE 
In all German textbooks the European integration process is portrayed as 
a result of the wartime European history (subcategory). Thus the 
European cooperation is foremost anchored to the burden of the Second 
World War. It is provided as an answer to prevent future conflicts and to 
guarantee peace on the European continent. 
Ohne die beiden grossen Despoten des 20.Jahrhunderts, Hitler und 
Stalin, wäre eine Europäische Einigungsbewegung, die das erste Mal 
in der Geschichte des Kontinents dauerhafte, übernationale Institutionen 
hervorbringen sollte, nicht möglich gewesen. (Westermann, 2003, p. 
562)  
As the above quote illustrates, without the two despots of the 20th 
century, Hitler and Stalin, the European unification movement would not 
have seen the daylight. The peaceful European integration is seen as a 
counter reaction to the threat of fascism and communism. All German 
textbooks anchor the European integration process to peace. 
Friedensbewahrung: Die Geschichte der europäischen Nationalstaaten 
war eine lange Kette von bewaffneten Konflikten mit dem Zweiten 
Weltkrieg als dem zerstörerischen Tiefpunkt. Es galt folglich, der 
europäischen Selbstzerstörung Einhalt zu gebieten. Ausserdem war die 
Europäische Gemeinschaft das Ergebnis des Kalten Krieges. 
Angesichts der militärischen Bedrohung aus dem Osten lag ein 
Zusammenschluss auch im Sinne der eigenen Sicherheit. Ein weiteres 
später nicht mehr offen ausgesprochenes Motiv lag in der politischen 
Einbindung Deutschlands. (Westermann, 2003, p. 558)  
The above quote does not only illustrate the peace as a reference point 
for Europe, but also attaches the European integration process to the 
history of the Cold War, to the East-West conflict and to the political 
integration of Germany. 
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Historical Roots of the European Cooperation 
Unlike the books of many other countries in the current study, most 
German textbooks (Klett 2005; Klett 1982; Oldenbourg 1994; 
Westermann 2003) discuss the historical roots of the European 
integration process (subcategory). Thus, the European integration process 
does not only concern the European bodies established after the Second 
World War, but it is also anchored farther in the history of Europe, to the 
early peace treaties and to the precursors of the integration movement in 
the 1920s, such as Paneuropean movement and Aristide Briand’s visions 
of the union of European nations.  
Die Idee eines gemeinsamen Europa besitzt in den Verheerungen, die 
der Erste Weltkrieg hinterlassen hatte, eine ihrer Wurzeln. 1922 
veröffentlichte Richard Coudenhove-Kalergi (1894-1972), ein 
politischer Schriftsteller österreichisch ungarischer Herkunft, einen 
Artikel mit dem Titel: Paneuropa ein Vorschlag. (Westermann, 2003, 
p. 557)  
As in the above quote, the Paneuropean movement, presented by 
Coudenhove-Kalergi, is provided as one anchoring point and concrete 
example, an objectification, for the later European integration process. 
 
Franco-German Coalition 
All German textbooks stress the coalition between Germany and France 
as the basis for the European integration process (subcategory). In the 
same vein as in the French textbooks, the European integration process is 
anchored to the Franco-German partnership.   
Die deutsch-französische Positionen behielten ihren hohen 
Stellenwert bei der Weiterentwicklung des europäischen 
Einheitsprozesses. Dazu gehörten im Jahr 2003 z.B. die gemeinsamen 
Initiativen für die Institutionalisierung eines dauerhaften 
Präsidentenamtes im EU Ministerrat, für die Aufnahme von EU 
Beitrittsverhandlungen mit der Türkei ab 2005, für ein weltweites 
Verbot reproduktiven Klonens sowie für das Verbot von 
Einhüllentankern in Europa. (Klett, 2005, p. 394) 
As the above quote indicates, Franco-German coalition has retained its 
importance in the European integration process; joint initiatives 
concerning the institutional changes of the EU, Turkey’s membership 
negotiation and a ban on human reproductive cloning are given as 
concrete examples of the partnership.  Nevertheless, the Franco-German 
cooperation is not portrayed only as a success story.  
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Die Forderung nach einer politischen und wirtschaftlichen Integration 
Europas ergab sich aus sehr verschiedenen Motiven. Die 
selbstmörderischen Konflikte nationalstaatlicher 
Hegemoniekonkurrenz, wie sie in zwei Weltkriegen zutage getreten 
waren, mussten vermieden werden. Das bisher so gefährliche 
Machtpotential Deutschlands liess sich durch geregelte und 
institutionalisierte Zusammenarbeit am ehesten nutzen und 
kontrollieren, eine Überlegung, die vor allem in Paris angestellt wurde. 
In Bonn sah man in der Mitwirkung in den europäischen Organen 
die Chance wachsender Gleichberechtigung. (Klett, 1984, p. 376 )  
 
Instead, as the above quote indicates, the motives of the European 
integration are seen differently in the two countries. While France 
wanted to control the dangerous power potential of Germany through 
regulated institutionalized cooperation, Germany looked forward to the 
opportunity of increasing equality. Whether between all European 
countries or between France and Germany, is left open. The partnership 
with France is not always described as easy, but France, and especially 
its former President Charles de Gaulle, is sometimes criticized for the 
anti-European attitude. De Gaulle together with British Prime Minister 
Margaret Thatcher are personified as the European opponents, or brakes, 
in the German textbooks (Klett, 1984; Klett, 2005; Oldenbourg, 1994). 
ECONOMIC MOTOR 
Zum „Motor" des Einigungsprozesses in Westeuropa wurde die wirt-
schaftliche Zusammenarbeit. (Diesterweg, 2003, p. 182). 
As the above quote expresses, the economic cooperation of the European 
integration process is portrayed as a success with such metaphors as 
motor or engine. The success story of the European economic 
cooperation is brought up in all German textbooks, no difference whether 
the book is published in the 1980s or more recently. 
Mit einem Anteil von 40% am Welthandel ist die EG die grösste 
Handelsgruppe der Welt: insgesamt gesehen bildet sie nach den USA 
das zweitgrösste Wirtschaftspotential der Welt. (Klett, 1984, p. 380). 
Die Vorteile eines gemeinsamen Binnenmarktes lagen auf der 
Hand: Grenzformalitäten fielen weg; der Markt wurde grösser. Mit 
einer durchgreifenden Liberalisierung wurde in den EU Staaten ein 
riesiger Markt mit etwa 380 Millionen Einwohnern in Europa 
  
 
199 
geschaffen. Damit wuchs zweifellos das globale Gewicht der EU. 
(Westermann, 2003, p. 559)  
As in the above quotes, the advantages of the common market are 
discussed. The European Economic Community (and the later European 
Union) is portrayed as an economic world power. In this context the 
competition with the United States and Japan is also often mentioned, as 
the following quote illustrates.  
Zunächst lag die Bildung eines wirtschaftlichen Grossraums im 
Interesse der Wirtschaft. Global betrachtet muss sich Europa der 
amerikanischen und japanischen Konkurrenz erwehren. 
(Westermann, 2003, p. 559)  
It seems that the image of the European integration as an economic 
power is often put forward in comparison with others. Overall, the 
European integration is strongly anchored to economy in German 
textbooks; it forms the base for the original, familiar cooperation 
between the European nations.  
 
Powerful Germany 
The role of united Germany as a European motor is stressed in some 
textbooks (subcategory) (Diesterweg, 2003; Westermann, 2003).  
Aber auch das vereinte Deutschland war ein Gewinn für die Einigung 
Europas. Die Bundesrepublik sorgte als bevölkerungsreichstes und 
wirtschaftlich stärkstes Land der Gemeinschaft dafür, dass der 
„europäische Zug" Fahrt aufnahm und auf den richtigen Gleisen 
fuhr. Sie stellte sich als souveräner Staat ihrer neuen Rolle in der 
internationalen Politik und unterstützte nachhaltig die europäische 
Integration. (Diesterweg, 2003, p. 193)  
As the above quote indicates the united Germany is seen as an asset for 
the European integration process. Germany is portrayed as the 
economically strongest country in the EC that keeps the “European train 
on the right track”. 
Europäisches Gleichgewicht nach der deutschen Vereinigung: 
„Deutschland wird wieder ein Land mit 80 Millionen Menschen werden 
bei weitem das leistungsfähigste und stärkste in Europa. 
(Diesterweg, 2003, p. 194)  
As the above quote states, Germany is again seen as the most powerful 
and efficient country in Europe. German role as an economic power in 
the united Europe becomes concrete in German’s attachment to D-mark. 
Thus, the strong Germany is objectified to D-mark. 
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Important D-Mark 
In most German textbooks (Diesterweg, 2003; Klett, 2005; Westermann, 
2003), the common European currency, euro, is regarded with a 
suspicious eye. All current textbooks express worries about the loss of 
German national currency, D-mark (subcategory).  
Insgesamt 63 Prozent der Deutschen lehnen die Einführung des 
Euro ab und würden gern die Deutsche Mark behalten. Das ergab 
eine am Sonntag veröffentlichte Umfrage des Forsa Instituts im Auftrag 
von .RTL Aktuell'. Zu den Befürwortern der europäischen Währung, 
die am 1. Januar 2002 die alte Währung ablösen wird, zählen danach 
nur 34 Prozent. (Diesterweg, 2003, p. 176.) 
As the above quote expresses, most Germans opposed the abandonment 
of their national currency. The main worry concerns the stability of the 
new currency compared to the strong and stable D-mark. Sometimes this 
is expressed with the words of experts, perhaps to convince the reader of 
the validity of the opinion. 
Da kein Land gern sein vertrautes Geld aufgibt, sehen manche EU 
Mitglieder, darunter auch die an eine starke DM gewöhnten 
Deutschen, dem Termin mit einer gewissen Skepsis entgegen. Auch ein 
Teil der Währungsexperten hat Bedenken, ob die gemeinsame 
Unionswährung ähnlich stabil gehalten werden kann wie die DM. 
(Westermann, 2003, p. 568) 
However, in the light of the reputation of the German mark as one of the 
world's most stable currencies, it is not unexpected that the national 
affection for the D-mark also appears in the educational texts.  
 
Agricultural Disaster 
In addition to the loss of national currency, agriculture (subcategory) 
appears as another economic problem in several German textbooks 
(Diesterweg, 2003; Westermann, 1996; Klett, 2005). The Common 
Agricultural Policy (CAP) is foremost criticized for purchasing millions 
of tonnes of surplus leading to 'butter mountains' and 'milk lakes' (e.g. 
Westermann, 1996). These expressions seem to have been familiarized in 
the context of CAP.  Another criticism concerns the agriculture 
expenditure that takes the largest part of the EU's budget. 
Nutzniesser dieser Regelungen waren und sind die Länder mit 
einem grossen Agrarsektor (wie Frankreich, Spanien, Niederlande, in 
Zukunft auch die osteuropäischen Staaten), während Nahrungsmittel 
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importierende Länder (wie vor allem Grossbritannien, aber auch 
Belgien oder Deutschland) finanziell überproportional belastet 
werden. Zudem hatten die den Bauern gewährten Absatz und 
Preisgarantien die fatale Folge einer unsinnigen Überproduktion. 
(Klett, 2005, p. 458). 
Agriculture is portrayed as expensive and, as one can read between the 
lines of the above quote, the CAP is seen as unfair. Not all countries 
benefit from the CAP, but instead, some countries like Germany, have to 
pay the bill. 
Besonders die energische britische Premierministerin Margret 
Thatcher (die „Eiserne Lady") stellte sich vielen europäischen 
Vorhaben in den Weg. Mit der ihr eigenen Hartnäckigkeit erstritt sie 
beträchtliche finanzielle Rabatte für ihr Land, das unter den 
Belastungen der gemeinsamen Agrarpolitik am meisten zu leiden 
hatte. Das verstärkte natürlich die Gereiztheit der übrigen 
Nettozahler. (Klett, 2005, p. 459)  
As the above quote indicates, British Prime Minister Margaret Thatcher 
stood in the way of many European projects. As described above, 
Thatcher negotiated an annual rebate for the UK who had suffered most 
from the expenses of the CAP. This, according to the textbook, increased 
the irritation among the other net contributors (cf. Germany is the largest 
net contributor to EU’s budget), in other words, also among Germans.   
Criticism of the CAP is also concretized in a metaphor of fortress 
Europe (Festung Europa), an old propaganda term that was used during 
the Second World War. Nowadays the metaphor often appears in the 
discussion about EU’s immigration policy (e.g. Oldenbourg, 1994). 
However, in some German textbooks (e.g. Westermann, 1996) it has also 
been expanded to concern the common agricultural policy and the aims 
of the European Union to protect European agriculture from the cheap 
imports from abroad. 
  
POLITICAL DWARF 
The economic aspects of the integration process are portrayed as a 
success, whereas most German textbooks (Klett 2005; Diesterweg, 2003; 
Westermann, 2003; Oldenbourg 1994; Westermann, 1996) express 
disappointment in the areas of common political cooperation.  
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Das Fortschreiten der europäischen Integration erfordert ein 
europaweites Recht, das nationale Bestimmungen, z. B. in der 
Wirtschafts, Finanz oder Sozialpolitik vereinheitlicht. Diese 
Vereinheitlichung ist besonders in der Umweltpolitik schwierig, weil 
das Umweltbewusstsein in den Mitgliedstaaten ganz unterschiedlich 
ist. (Westermann, 1996, p. 246)  
As the above quote points out, the environmental policy appears as one 
of the criticized policy areas (subcategory) in German textbooks 
(Westermann, 1996; Westermann, 2003; Diesterweg, 2003). Reasons for 
the unsatisfactory level of effectiveness in environmental issues are seen 
in the different economic and geographical situation of the member 
countries. 
As the below quote expresses, the process of becoming one is 
particularly difficult in the sensitive core areas of sovereignty, such as in 
foreign policy and defense. 
Der Prozess des Einswerdens ist natürlich besonders schwierig in den 
heiklen Kernbereichen der Souveränität, denen der 
nichtwirtschaftlichen Aussenpolitik und der Verteidung. (Oldenbourg, 
1994, p. 250)  
Thus, German textbooks (Diesterweg, 2003; Oldenbourg, 1994; 
Westermann, 2003; Klett, 2005) usually attach the political incapacity to 
the Common Foreign and Security Policy (CFSP).  
Die im Maastricht Vertrag 1992 eingerichtete Gemeinsame Aussen 
und Sicherheitspolitik (GASP) hat bislang noch keine grosse 
Wirkung entfalten können. (Klett, 2005, p. 475) 
However, the lack of political unanimity has its roots further in history of 
the European integration process, as far as in the developments of the 
1950s. 
 
Failure of the EDC 
The political retardation is often made concrete in the discussion about 
the European defence policy (EDC) (subcategory). Most German 
textbooks (Klett, 1984; Oldenbourg, 1994; Klett, 2005) describe the EDC 
as a failure. The blame is on France and its President Charles de Gaulle, 
who was afraid of the growing military capacity of Germany, as also 
illustrated by the following quote. 
Noch unglücklicher endete der Versuch, eine europäische Armee zu 
schaffen. Auch hier ging die Initiative von Frankreich aus, das erneut 
über den eigenen Schatten springen musste, um das grössere Übel  eine 
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selbstständige westdeutsche Streitmacht abzuwenden. (Klett, 2005, 
p. 457)  
 
Frustrated World Power 
In some German textbooks (Klett, 2005; Westermann, 2003; 
Oldenbourg, 1994) Europe appears as a frustrated world power 
(subcategory). As the following quote expresses, although it is an 
economic giant, the European Union does not have any political weight 
in global matters. 
Wer so redet, denkt vor allem an die militärischen Defizite oder daran, 
dass Europas Stimme in den Krisenregionen der Welt, etwa im Nahen 
Osten oder in Kaschmir, so gut wie gar nicht zählt. Weltpolitisches 
Gewicht hat die Europäische Union allein als Wirtschaftsgigant, als 
der sie kaum hinter der Supermacht USA zurücksteht. (Klett, 2005, 
p. 473)  
As the above quote demonstrates, Europe’s voice in global crises is non-
existent. In particular, the lack of common will and approach weakens 
the EU’s capacity to act in the areas of foreign and security policy.    
Auf eine einheitliche politische Linie konnten sich die beteiligten 
Staaten der EU im Jugoslawienkonflikt jedoch nicht einigen, da u. a. 
regionale Interessen (z. B. Griechenlands) und grundsätzliche 
aussenpolitische Erwägungen (z. B. der Bundesrepublik Deutschland 
bzw. Frankreichs) ein gemeinsames Vorgehen nicht erlaubten. 
(Oldenbourg, 1994, p. 244)  
The above quote expresses the inability of the EU to speak with one 
voice regarding the Yugoslavian conflict. However, the need for a more 
responsible EU in the world is expressed. Europe is needed as lenders, 
development consultants and aid workers as the following quote states. 
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So sehr die EU Länder als Kreditgeber, Entwicklungsberater, 
humanitäre Helfer begehrt sind und so uneingeschränkt ihre 
Industrieprodukte, wissenschaftlichen und kulturellen Leistungen 
geschätzt werden, so wenig vermögen sie auszurichten, wo es um 
Machtfragen geht, in denen das militärische Potenzial den Ausschlag 
gibt. Insoweit steht Europa am Scheideweg: Will es in der Weltpolitik 
mitbestimmen, muss es enorme Rüstungsanstrengungen auf sich 
nehmen. Schreckt es davor zurück, weil es andere Auf- und Ausgaben 
für sinnvoller hält, muss es sich mit einer Nebenrolle zufrieden geben. 
(Klett, 2005, p. 476)  
As the above quote expresses, Europe wants to have a say in the world 
affairs. The EU is also needed as an example for the developing countries 
in terms of consumer behavior and energy policy, as the following quote 
demonstrates.   
Neben der Gewährung wirtschaftlicher Gleichberechtigung ist auch 
ein Umdenken der europäischen Industrieländer im Hinblick auf 
Konsumverhalten und Energieverbrauch notwendig, um die 
weltweite Gefährdung der Umwelt einzudämmen und den 
Entwicklungsländern beim Aufbau umweltfreundlicher 
Produktionsmethoden zu helfen. (Oldenbourg, 1994, p. 244).  
Thus, as the above quote expresses, the EU is needed to increase the 
global economic equality, as well as in the fight against global 
environmental threats.   
The message conveyed in the German textbooks speaks for the need 
of a stronger EU, as the following quote demonstrates. 
Europa benötigt nicht nur die Fähigkeit zum Krisenmanagement, 
sondern auch eine Politik der Konfliktverhütung. (Klett, 2005, p. 
478)  
According to the quote, the EU needs not only the ability to manage 
crisis, but also a policy of conflict prevention. Stronger actions in world 
politics are demanded of the EU, as the below quote states.  
Die Union war zu lange introvertiert und zu zaghaft, um für ihre Ideen 
und Werte einzusehen. Von uns wird mehr erwartet. Wir hätten 
mehr dafür tun können, um uns dieser Herausforderung zu stellen. 
(Klett, 2005, p. 478)  
However, because of its limited capacity, the EU does not appear as a 
real super power in world politics, in the same sense as the United States. 
Die EU darf nicht als neue Supermacht gesehen werden. Sie ist 
intern viel zu uneinig und betreibt nach aussen keine militärische 
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Machtpolitik, sondern eher eine vorsichtige, reaktive Politik. 
(Westermann, 2003, p. 569)  
As the quote from a German textbook demonstrates, the European Union 
in its present state does not fulfill the criteria of a super power. It is far 
too divided internally and has no external military policy. 
The United States is a prototype, or a reference point for a 
superpower. The EU-US relationships appear as troublesome in some 
German textbooks (Klett, 2005; Klett, 1984; Oldenbourg, 1994). In 
particular, in the context of the Iraq war, as the following quote 
demonstrates. 
Deutschland, Frankreich und Belgien dagegen missbilligten in aller 
Schärfe das amerikanisch-britische Vorgehen. Sie handelten damit im 
Einklang mit der öffentlichen Meinung, die in so gut wie allen 
europäischen Ländern den Irakkrieg vehement verurteilte. Wenn 
auch die Risse zwischen den Verbündeten in der Folgezeit 
einigermassen gekittet werden konnten, zeigten die Vorgänge, dass die 
EU weit davon entfernt war, in aussenpolitischen Fragen mit einer 
Stimme zu sprechen. Der vom Europäischen Rat 2004 verabschiedete 
Verfassungsvertrag sollte diesem Übel abhelfen, indem er mit dem EU 
Aussenminister eine Instanz schuf, die für bessere Koordination und 
Kooperation in den aussenpolitischen Belangen Sorge zu tragen hatte. 
(Klett, 2005, p. 475)  
The quote describes how Germany, France and Belgium opposed the 
action of the America-British alliance who, according to the German 
textbook, acted in line with the public opinion of most Europeans. 
According to the quote, the Iraq conflict also showed how divided the 
EU was, when it came to the issues of foreign policy. On the other hand, 
the same textbook also remarks how the widespread protests against the 
war all over Europe could be seen as a signal of the birth of a European 
public sphere (Klett, 2005)–a sign of real unity between the European 
people. 
 
BETWEEN THE EAST AND THE WEST 
The development in Eastern Europe is brought up in the EU context in 
most German textbooks (Westermann, 1996; Oldenbourg, 1994; 
Diesterweg, 2003; Klett, 2005; Klett, 1984). The books do not merely 
focus on the western development, but also consider some simultaneous 
trends in the socialist Eastern Europe. In a way, Eastern Europe is 
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portrayed as a part of Europe from which it has been separated for a long 
time.  
Die Vorgänge in Mittel und Osteuropa, obwohl reich an Gefahren, 
stellen dennoch eine ungewöhnliche Herausforderung dar, zweifellos 
vor allem für uns, aber auch für ganz Europa. Die Mauer zwischen 
dem freien und dem unterdruckten Europa wurde bereits beseitigt. 
Jetzt bleibt die Lücke zwischen dem armen und dem reichen Europa 
zu füllen. Wenn Europa ein gemeinsames Haus werden soll, in dem 
solche grossen Unterschiede nicht lange bestehen. (Westermann, 
1996, p. 248.)  
As the above quote states, the role of a united Europe is to minimize the 
differences between the poor and the rich, between the East and the 
West. The European Union is made concrete in a metaphor of a common 
house that unites the Western and the Eastern countries. 
Europa durchlebt eine ungewöhnliche Zeit: Die Hälfte des Kontinents, 
die fast fünfzig Jahre von ihrer ursprünglichen Lebensquelle 
getrennt war, wünscht dahin zurückzukehren (Westermann, 1996, p. 
248)  
Europe is portrayed as a continent that is composed of both western and 
eastern countries. As the above quote expresses, half of the continent that 
was separated for 50 years from its original life source, wanted to come 
back to Europe. 
 
Enlargement: Threatening or Aspired? 
The most dominant theme in German textbooks is that of the eastern 
enlargement. It appears in all textbooks, except in the book from the 
1980s. The discussion about the enlargement is wide and many-sided. 
The topic is attached to multiple motives and threats of which the most 
common ones will be discussed below.  
 
Threatening Enlargement 
Whenever the enlargement is discussed in the German textbooks, it is 
attached to a variety of problems (subcategory). Most often the 
enlargement appears as an economic burden, as the following quote 
illustrates. 
Der Beitritt von Ländern mit geringer Wirtschaftskraft ist 
problematisch, weil sich dadurch innerhalb der Gemeinschaft das 
ökonomische Gefälle verstärkt. Ausserdem erwarten die 
wirtschaftlich schwachen Länder Hilfe bei der Modernisierung 
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ihrer Landwirtschaft und Industrie. Dies muss zwangsläufig zu 
neuen finanziellen Belastungen des EU Haushalts führen. Bei einer 
weiteren Vergrösserung der EU besteht zudem die Gefahr, dass die 
politische Handlungsfähigkeit abnimmt. Schon gegenwärtig ist es für 
die EU Mitglieder oft schwierig, einen gemeinsamen Nenner zu 
finden. (Westermann, 2003, p. 561)  
The candidate countries are portrayed as economically weak, poor 
countries that expect the assistance of the Union to modernize their 
agriculture and industry. Moreover, as the above quote also states, the 
enlargement is seen as a threat for the political action of the EU, since 
even in the Union of 15 members, it is difficult to find mutual 
understanding. 
The fears of the member states are numerous depending on the 
background of the country as the following quote clarifies.    
Im Unterschied zu den Regierungen stand eine Mehrheit der EU 
Bevölkerung der Osterweiterung skeptisch bis ablehnend gegenüber. In 
Netto Empfängerländern wie Griechenland, Spanien, Portugal 
befürchtete man eine empfindliche Reduzierung der bislang 
gewährten Strukturentwicklungsgelder. Hochlohnländer wie 
Schweden und Dänemark, Österreich und Deutschland sahen eine 
Welle billiger Arbeitskräfte auf sich zukommen, die die 
einheimischen Arbeitnehmer zu verdrängen drohte. Westeuropäische 
Bauern ängstigten sich vor den Billigangeboten preisgünstig 
produzierender baltischer, polnischer, ungarischer Landwirte ganz 
abgesehen davon, dass sie sich in Zukunft den bislang üppigen 
Subventionskuchen mit vielen hungrigen Anspruchsberechtigten 
würden teilen müssen. Die Menschen in den Beitrittsländern 
ihrerseits bangten vor der übermächtigen Konkurrenz der 
westlichen Industriegiganten und Handelsriesen oder vor dem 
Ausverkauf heimischer Immobilien an kapitalkräftige Interessenten 
aus Westeuropa. (Klett, 2005, p. 469)  
As the above quote states, whereas the net beneficiary countries feared 
for a severe reduction in structural funds, the high-wage countries 
worried about a wave of cheap labor. Western European farmers, on the 
contrary, were afraid of the lower costs of agricultural production in the 
eastern countries, as well as of the loss of subsidies to new member 
states. Moreover, the people in the candidate countries were also worried 
about how they could compete with the industrial giants of the Western 
countries.  
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Some quotes hold even more pessimistic view on the eastern 
enlargement. In the following quote, the negative vision of the eastern 
enlargement is expressed with the words of a scientist, perhaps again to 
support the transmission of the message to readers.  
Standpunkt eines Wissenschaftlers zur Osterweiterung: „Nicht der 
Rinderwahn bedroht Europa, sondern der Grössenwahn. Mit der 
auf dem Nizza Gipfel beschlossenen Erweiterung schreibt sich die EU 
selber ihr Menetekel (Warnzeichen) an die Wand. Mit ihrer Ausweitung 
bis an die Grenzen Russlands kann sie nur eines erreichen: ihre 
Selbstauflösung und Zerstörung." (Diesterweg, 2003, p. 194)  
As the above quote states the real threat for Europe is not the mad cow 
disease, but the delusion of grandeur, which inevitably results in 
destruction.  
 
Aspired Enlargement 
Although the enlargement is always attached to a variety of problems, 
that is not the whole story. Instead, the EU enlargement is seen to be 
driven by multiple, positive motives (subcategory). One of the most 
important motives that appear in German textbooks is the sense of moral 
obligation. 
Motive waren dafür massgebend: das Gefühl einer moralischen 
Pflicht zur Wiedergutmachung der Benachteiligung, die die 
östlichen Länder durch ihre erzwungene Einfügung in das sowjetische 
Imperium erduldet hatten und die Erwartung, die Beitrittsländer so weit 
zu stabilisieren, dass ihr innerer und äusserer Friede fortan nicht mehr 
gefährdet sei. (Klett, 2005, p. 470)  
In addition to the sense of moral obligation, the eastern enlargement is 
attached to the importance of peace and stability, as the above quote 
clarifies.  
Moral obligation seems to be particularly a German motive. As the 
following quote expresses, the German guilt was seen as one factor that 
that motivated Germans to pursue the eastern enlargement. 
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Ein Resultat des Zweiten Weltkrieges, also auch eine Folge 
deutscher Schuld. Dieser Teilung sind ganze Völker zum Opfer 
gefallen. Das müssten wir Deutschen am besten begreifen. Kein 
Mensch kann im Ernst verlangen, der Segen europäischer Integration 
Frieden, Freiheit, Wohlstand müsse exklusiv bleiben ,für uns', für 
den Westen, und die anderen mögen, bitte schön, draussen bleiben. 
(Klett, 2005, p. 471)  
According to the quote Germans should understand best the desire of the 
Eastern countries to join the European integration process; the success of 
the European integration, peace, freedom, and prosperity should not 
remain exclusive to the West. 
Also, the eastern enlargement is always attached to the conditions for 
admission. 
Die Verhandlungen der EU mit den Beitrittskandidaten berücksichtigten 
sowohl politische als auch wirtschaftliche Kriterien. Bedingungen für 
die Aufnahme in die EU sind nicht nur politische Stabilität, sondern 
auch Demokratie, Rechtsstaatlichkeit, Wahrung der 
Menschenrechte und Minderheitenschutz. (Westermann, 2003, p. 
561)  
Besides the economy and political stability, the important values of 
democracy, rule of law, respect for human rights and the protection of 
minorities are always mentioned in the context of the Eastern 
enlargement. Respectively, the Eastern European socialist development 
is linked to human rights violations, which occurred in these countries 
before the dissolution of the USSR.  
The enlargement of the EU is portrayed as a political necessity and a 
historical opportunity as the following quote states.  
Die Staats- und Regierungschefs der EU Staaten verkündeten 1995 in 
Madrid, die Erweiterung der Europäische Union sei eine politische 
Notwendigkeit und eine historische Chance. (Diesterweg, 2003, p. 
195)  
However, perhaps the most positive associations of the EU enlargement 
are provided by quotes that link the enlargement to common cultural 
heritage and common identity, as is done in the following extract from a 
speech of former Polish Prime Minister Mazowiecki. 
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Die Polen sind eine Nation, die sich ihrer Zugehörigkeit zu Europa 
und ihrer europäischen Identität bewusst ist. Für uns war Europa 
immer der Bezugspunkt, wenn wir uns über unsere Identität befragten. 
(Klett, 2005, p. 471)  
As in the above quote, Europe appears as a reference point for the Poles 
and as a consequence they feel belongingness to a European identity.  
The motives of peace, values and common identity are portrayed as 
positive consequences of the EU enlargement. These are also features 
that are often associated to the essence of Europe that will be the focus of 
the following chapter.  
EUROPEAN ESSENCE 
As the statistical analysis of the content (see above section 7.3.1) already 
suggested, German textbooks do not only describe the European 
development but also ponder questions related to European form, values, 
borders and belongingness–all components that could be seen as a part of 
the European essence. Discussion about the European essence is largely 
ambiguous, unsolved and even provocative. 
 
Value Community 
As in the books of some of the other countries (e.g., France, Franco-
German textbook) the European integration is anchored to common 
values (subcategory) (Diesterweg, 2003; Oldenbourg, 1994; 
Westermann, 1996; Westermann, 2003; Klett, 2005).  
Trotz nationaler und regionaler Unterschiede gibt es eine 
Gemeinsamkeit der europäischen Kultur. (Westermann, 2003, p. 
558)  
As the above quote expresses, despite the national and cultural 
differences, there is a common European culture. 
European Union is portrayed as a value community; this discourse 
appears particularly in the context of the enlarging EU (see also 
enlargement above).  
Die Europäische Union wurde inzwischen zu einem Hauptbestandteil 
des politischen Lebens in Europa. Ihre Erweiterung und Vertiefung 
berührt alle Europäer. Aus der einstigen Wirtschaftsgemeinschaft ist in 
fast fünfzig fahren eine europäische Wertegemeinschaft geworden. 
Freiheit, Demokratie und Achtung der Menschenrechte sind der 
Motor für weitere Reformen. Die Charta der Grundrechte der EU, wie 
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sie auf dem Gipfeltreffen in Nizza beschlossen wurde, ist der erste 
Schritt zu einer europäischen Verfassung. (Diesterweg, 2003, p. 196)  
As the above quote states, values, such as freedom, democracy and 
respect for human rights form the base of the European Union and are 
portrayed as the European values. 
  
Question of Identity: National vs. European Identity 
The issues of European identity are brought into discussion directly in 
some German textbooks (subcategory) (Klett, 2005; Oldenbourg, 1994; 
Westermann, 2003). In particular, national and European identities are 
set against each other. The primacy of the national identity is often 
underlined, as in the following quote. 
Dennoch, der Nationalstaat wird als zentrales politisches 
Identifikationsobjekt nicht an Bedeutung verlieren. Die 
Europäische Union soll ja nicht dem Modell des alten 
Nationalstaates folgen, keine Kompetenz für alle Lebensbereiche 
erhalten, kein europäischer Hegemon gegenüber ihren Mitgliedern 
werden. Die Nationalstaaten bleiben in ihren sozial paktierten und 
bewährten Solidaritätsstrukturen zentral für den Interessenausgleich in 
den Mitgliedsstaaten. Ökonomische und soziokulturelle Konflikte 
bedürfen für ihre institutionalisierte Austragung einer interaktiven 
Dichte und sprachlichen Homogenität, welche auf der europäischen 
Ebene nicht gegeben sind. Insofern bilden die Nationalstaaten auch 
die Basis der Europäischen Union für den sozialen Frieden im 
Innern. (Klett, 2005, p. 454)  
As the quote states, despite the European development, the nation will 
not lose its significance as the central political object of identification. 
According to the quote, the European Union should not follow the model 
of the old nation-state. The pessimistic way to see the European 
belongingness is also conveyed in the following quote.  
Der Weg zur europäischen Einigung war nie frei von Konflikten. 
Schon vor den grossen Umbrüchen seit Ende des Kalten Krieges (1990) 
gab es Belastungsproben. Sobald EG Beschlüsse nationale Interessen 
der Mitgliedsstaaten berührten, drohte Streit. Der Europa Begeisterung 
der 50er Jahre folgten daher Phasen der Skepsis und der Kritik an einer 
angeblich übermächtigen Europa Bürokratie. (Diesterweg, 2003, p. 
187) 
As the above quote expresses, the European integration process has never 
been free of conflicts, but whenever the national interests of the member 
states are at stake, the European level decision making is threatened. 
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National interests are seen as a major threat for the European project and 
they are mentioned in all of the German textbooks. Another feature often 
(Diesterweg, 2003; Oldenbourg, 1994; Westermann, 1996; Westermann, 
2003; Klett, 1984; Klett, 2005) attached to the fundamental nature of the 
EU, and also expressed in the above quote, is the European bureaucracy.   
Despite the critical tone of the German textbooks, as a whole the 
image is more complex. The European dimension also plays an important 
role. 
Dagegen kann man von der Europäischen Union mit gutem Grund 
behaupten, dass sie die bedeutendste politische Innovation des 20. 
Jahrhunderts darstellt. Sie löst die Nationalstaaten mit ihren 
anderweitig nicht ersetzbaren Legitimations- und Solidaritätsressourcen 
nicht auf, sondern nutzt sie, um für diejenigen Probleme Lösungen zu 
bieten, die heute die nationalen Kräfte überfordern. (Klett, 2005, p. 
484)  
As in the above quote, the European Union is portrayed as the most 
important political innovation of the 20th century. In addition, the 
European cooperation helps to solve many problems that would be too 
overwhelming for single nation states. The same message is put into 
words in the following quote.   
Der Nationalstaat kann die ihm gestellten Aufgaben der 
Gewährung von Sicherheit und Wohlfahrt nicht mehr alleine 
wahrnehmen  80 Prozent der marktrelevanten Gesetzgebung werden 
sich mit der Vollendung des Binnenmarktes auf die europäische Ebene 
verlagern. Kann man Umweltfragen, Währungsmodalitäten, 
Verkehrsprobleme im nationalstaatlichen Rahmen klären? Die 
Probleme sind über die nationalstaatlichen Grenzen längst hinaus 
gewandert. Sie bedürfen der Regelung im europäischen Rahmen. 
Auch der Innovationswettbewerb mit den USA und Japan verlangt 
einen grossen Wirtschaftsraum. Ebenso ist der Nationalstaat 
verteidigungspolitisch anachronistisch. Erst die sicherheitspolitische 
Integration in das transatlantische und europäische Bündnis lässt auch 
äußere Sicherheit zu. (Westermann, 2003, p. 571)  
As the above quote expresses, the nations can no longer guarantee the 
security and welfare by themselves. The textbook asks if it is possible to 
resolve environmental issues, currency arrangements, and transport 
problems within a national framework. Since many problems have 
spread beyond the national borders, European context appears as a 
necessity. The message of the discussion seems to be that no nation can 
do it alone. The European integration is needed.  
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However, the European identity appears as a problematic 
construction. 
Die europäische Identität - Sie wird nur aus der Verlängerung der 
nationalen Identitäten entstehen, nicht als deren Ersatz. Die 
Schwierigkeit liegt darin, dass die nationalen Identitäten existieren und 
in der Geschichte verwurzelt sind, während die europäische Identität 
eine Abstraktion bleibt, da sie nicht einem vitalen Bedürfnis der 
Völker entspricht. Wenn es ernst wird in Krisenzeiten, wenden sich die 
Völker immer an die Nation. (Klett, 2005, p. 455) 
As the quote indicates, the European identity arises from the extension of 
national identities, not as its substitute. According to the textbook, the 
difficulty is that the national identities are rooted in history, while 
European identity is still an abstraction and as a consequence, in times of 
crisis, the people will always turn to the nation. 
Thus, alongside the primacy of the national state and identity, the 
German textbooks express the importance of a European dimension and 
identity.  
 
Question of Borders 
Besides the issue of identity, some German textbooks (Klett, 2005; 
Diesterweg, 2003; Oldenbourg, 1994) pose the question of European 
borders (subcategory) in the context of the European integration. This 
question of borders is always directed at outsiders. 
Gerade für Deutschland ist es wichtig, dass die Grundlagen für eine 
gemeinsame Asyl- und Visumpolitik geschaffen werden. 
(Diesterweg, 2003, p. 185)  
As the above quote indicates, the common asylum and visa policy is 
considered important especially for Germany. Nevertheless, the issues of 
asylum are not that often mentioned in the European context in the 
German textbooks.  
Turkey’s EU membership is another theme that raises the question of 
European borders. One German textbook (Klett, 2005) in particular 
devotes a lot of space to bring up both the pros and cons of Turkey’s 
membership.  Although positive sides, such as the progress on the human 
rights situation and democratic practices are also brought up, the negative 
image of the Turkish membership dominates. 
Die Gründe, die gegen einen Beitritt der Türkei sprechen, wirkten 
damals noch durchschlagend: Das Land besitzt keine liberalisierte 
Marktwirtschaft, missachtet eklatant die Menschenrechte, verfolgt 
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die kurdische Minderheit, vor allem aber ist es als muslimischer 
Staat durch eine tiefe Kulturgrenze von Europa getrennt. Der 
Konsens lautet: Nach geografischer Lage, historischer Vergangen-
heit, Religion, Kultur, Mentalität ist die Türkei kein Teil Europas. 
(Klett, 2005, p. 427)  
As the above quote states, the reasons against Turkey’s membership were 
overwhelming. According to the quote, the country has no market 
economy, continues to violate human rights and discriminate Kurdish 
minority, and especially, as a Muslim state it is separated from the 
cultural border of Europe. Due to geographical location, historical past, 
religion, culture and mentality, Turkey is not seen as a part of Europe.  
 
Question of System: Federation or State Union? 
What is the European Union? What is its constitutional form? These 
questions about the form of the EU (subcategory) are posed in most 
German textbooks (Klett, 1984; Klett, 2005; Westermann, 1996; 
Westermann, 2003), regardless of when the book has been published. 
Seit seinen Anfängen bewegt sich der Europäische Einigungsprozess 
zwischen den Polen Bundesstaat (Föderation) und Staatenbund 
(Konföderation). Für viele Europäer (insbesondere Briten und 
Skandinavier) ist ein europäischer Bundesstaat ein Schreckgespenst, 
das sie mit Zentralismus, „Superstaat", „Eurokratie" gleichsetzen. Sie 
wollen an die EU nur so viel einzelstaatliche Zuständigkeiten abtreten, 
wie es im Interesse wirtschaftlichen und sozialen Fortschritts nötig 
scheint, im Übrigen aber an der Eigenständigkeit und 
Selbstbestimmung der Nationalstaaten nicht rütteln lassen. Im 
anderen Lager stehen diejenigen, die den selbstgenügsamen 
Nationalstaat im Zeitalter der Globalisierung und der 
grenzüberschreitenden Daseinsprobleme für überlebt halten. Die 
Zukunft gehört nach ihrer Auffassung der übernationalen 
Vergemeinschaftung, weil der Einzelstaat nicht in der Lage ist, nur auf 
sich gestellt mit so drängenden Problemen wie der Friedenswahrung, 
der Verbrechensbekämpfung, dem Schutz der Umwelt, der sozialen 
Sicherheit oder der Migration fertig zu werden. (Klett, 2005, p. 480)  
The European unification process is moving between the poles of the 
federal state (federation) and state union (confederation). As the quote 
describes, for many Europeans, in particular for the British and 
Scandinavians, the autonomy of the national states is of primary 
importance; the European state is equated with centralism, "superstate" 
and "Eurocrats". In the other camp are those who think the nation cannot 
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survive alone in the era of globalization with such pressing issues as 
peacekeeping, combating crime, protecting the environment, social 
security or migration. Between the lines, presumably with reference to 
German federal model, one can perhaps read which model is favored by 
the author. Notwithstanding the conclusion of most German textbooks 
that the European Union is as a mixture of two forms of constitutional 
contracts, possessing attributes of federation and confederation, the 
discussion on the constitutional form of the Union appears as an 
unsolved and debated issue. 
Overall, the essence of the European integration process or the EU 
appears as troublesome in most German textbooks. Europe obviously has 
some kind of an essence and identity, but what kind, remains an unsolved 
question. 
To conclude the qualitative analysis of the German textbooks, the 
representation of the European integration process is formed in many 
ways. First, it is strongly anchored to wartime past and to aspirations of 
peace maintenance in the future. Moreover it is strongly anchored to 
economy, whereas, although much desired, the political cooperation does 
not yet form a reference point for the European integration process. On 
the contrary, the European integration is anchored to the East-West 
conflict; in this context the European integration is objectified in a 
metaphor of a common European house that unites the East and the 
West. The European integration is also anchored to its essence although 
it has not yet been fully objectified, and thus continues to appear as a 
troubling issue.   
7.3.3 Visual Image of the EU Representation 
The written text plays a major role in the German textbooks; it 
traditionally comprises at least half of each volume (also Pingel, 2000, p. 
31). However, some variations between the textbooks exist. For example, 
the use of visual material is more typical to the editions published by 
Diesterweg (2003) and Westermann (1996) than to Oldenbourg (1994), 
Klett (1984) and Westermann (2003).  
As shown in the summary of visual illustrations in German textbooks 
(Table 7), the number of caricatures is much larger than in the books of 
any other country of this study. As a result, one can conclude that 
caricatures are a typical way of visualization particularly for German 
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history textbooks. Caricatures may be even a more efficacious 
communication device than photographs since they contain and 
exaggerate prototypic information of the target, recognizable facial traits 
or group characteristics, shared cultural and historical knowledge.  
 
Table 7. The number of various illustrations in the German textbooks 
according to the year. 
Type of illustration 1980s 1990s 2000s Total 
Number of analyzed textbook pages 7 29 84 120 
Pictures 1 5 17 23 
Maps 0 2 5 7 
Diagrams 0 3 9 12 
Caricatures 0 6 18 24 
Posters 0 1 2 3 
Tables 0 1 10 11 
Drawnings 0 3 2 5 
Total of illustrations 1 21 63 85 
 
Often illustrations are used to complement the image created in the text, 
but they may also be presented independently from the text. Compared to 
written text, visual illustrations also convey a more vivid image or 
opinion of the European integration. In particular, caricatures are often 
used to transmit a critical image of the European development. 
Consequently, they are rarely used to transmit a positive image of the 
European integration. Instead, as in the following example from Klett 
(2005), a positive self image is transmitted to a German reader. 
 
 
Image 10. (Klett, 2005, p. 395) 
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The above caricature illustrates German Chancellor Kohl as a German 
eagle and French President Mitterrand as a French Gallic rooster 
(national symbols). 3rd October 1990 is the official date of German 
reunification. Thus the image conveys a message of strong and gigantic 
Germany and small and frightened France; a change in the European 
balance of power. From the German perspective the caricature supports a 
positive self image, whereas from the European perspective one can also 
interpret it as an image filled with tension. After all, during the World 
Wars the Gallic rooster was often represented in opposition to the 
German eagle; one can thus also see the caricature as an old symbol of 
enmity between the two countries.     
On the one hand the above caricature visualizes the discourse of 
powerful Germany, as was also found in the analysis of qualitative 
content analysis (see above). On the other hand, the caricature visualizes 
the discourse of Franco-German relations in the European context. 
Franco-German cooperation appears as one of the most common themes 
of visualizations in German textbooks (6 images). Thus, European unity 
is visualized and objectified in Franco-German partnership.  
Another characteristic way to illustrate the European integration is to 
visualize it as solidarity or as a collective movement for the European 
spirit (9 images). The most typical picture found in German textbooks 
represents students from eight countries demonstrating in favor of the 
European integration.  
 
In this picture Europe is given collective visage, faces of masses. This 
picture appears in four German textbooks, but not in the textbooks of any 
of the other countries.  
Image 11. (Diesterweg, 2003, p. 182) 
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Other typical, but an opposite way, to illustrate the European 
integration is to visualize it as member states in disagreements (8 
images). Caricatures are the medium to express the controversial nature 
of the European integration as the below Image 12 also illustrates.  
 
 
In the above caricature Giscard d'Estaing, President of the Convention on 
the Future of Europe, asks the fighting member states leaders for 
“Suggestions please”. These caricatures almost always function 
independently from the written text, authorial explanation is often 
missing. Thus they portray a more critical, even negative, stance toward 
the European integration process.  
Together with the caricatures visualizing member states’ 
disagreements, the problematic image of the European integration 
process is reinforced in the illustrations that portray eastern enlargement 
(8 images). As in the following example (Image 13), these caricatures 
often aim to illustrate the gap between the old, richer member countries 
and the new, underdeveloped eastern member states.  
 
Image 12. (Klett, 2005, p. 481) 
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The above caricature embeds a message of costly enlargement and 
expresses the protectionist feelings among traditional beneficiaries of the 
common agricultural policy (CAP) in Western Europe. In the caricatures, 
the prototypical image of the eastern countries portrays them as 
backward and underdeveloped.  
As in the British textbooks, the Common Agricultural Policy (CAP) 
is a topic that is made more concrete in visual illustrations. The main 
message conveyed in these visualizations is that the common agriculture 
is expensive and irrational. The following drawing and a poem is an 
extreme example of negative attitudes leveled against the European 
integration process. 
 
 
Image 13. (Diesterweg, 2003, p. 196) 
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Image 14. (Diesterweg, 2003, p. 188) 
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The illustration parodies the "butter mountain" of the EC and the former 
German Agriculture Minister Hermann Höcheri. It describes how the 
wealthy Bayern Hermann (symbolizes the federal food production), who 
stopped eating butter to gather it into big cold storage and to send it to 
the European Community, little by little lost his weight and finally died 
under the huge butter mountain of the EC. Butter mountain is a typical 
objectification of CAP also in the written text of the German textbooks.    
Another nationally significant topic, also found in the qualitative 
analysis of the written text (see above), is the loss of the D-mark (2 
images).  
 
 
In the above caricature a man is forced by a civil servant to throw away 
all his D-marks that drift away towards a common monetary union. 
National fears concerning the European monetary union are thus 
objectified in the loss of the national currency, the deutsche mark. The 
D-mark is also visualized in the following caricature that, however, aims 
to convey a little different message. 
Image 15. (Diesterweg, 2003, p. 192) 
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In this caricature a donkey that represents the European Community is 
fed D-marks to make money for export. The caricature supports the 
image of Germany as the major payer of the EC. The terrified face of the 
man feeding the donkey/EC also conveys a message that Germany does 
not enjoy the role of the biggest net contributor, whereas the other man, 
taking all the money, asks him to stay quiet. 
In many visual illustrations the European integration is attached to 
economy (7 images). Most of these illustrations are tables, diagrams or 
maps that represent the EU budget, economic and commercial potency of 
Europe and the economic weight of the member states. In one illustrative 
caricature, the European Community is visualized as an economic giant–
and at the same time as a political dwarf. 
Image 16. (Klett, 2005, p. 464) 
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There are also many other kind of visualizations in the German 
textbooks. Different European symbols (4 images), such as pictures of 
the euro (5) are typical objectifications of the European integration. The 
European integration is also quite often visualized in a rather dry and 
complicated manner in the form of the technical functioning European 
institutions and policy areas (7 images). There are also some tables (4) 
that aim to describe the citizens’ opinions on Europe and the level of 
European identity, posing the questions of what brings Europe together. 
Compared for example to French textbooks, portraits of statesmen 
are not typical to German textbooks, except for some pictures of Franco-
German leaders, usually De Gaulle and Adenauer. Neither are maps in a 
central role in the German textbooks. 
To conclude, caricatures are a characteristic way for German 
textbooks to visualize the European integration. As a consequence, the 
image reinforced through caricatures is often more critical and negative 
compared to the written text. Most of the criticism towards the European 
integration is objectified in caricatures representing eastern enlargement, 
member states disagreements, common agriculture or the loss of the D-
mark. On the other hand, there are also pictures that express a more 
enthusiastic feelings towards the European project, especially the 
pictures that represent solidarity between people or the collective spirit of 
the Europeans. In these pictures European cooperation manifests and is 
concretized as an organization that binds the people together.  
Image 17. (Klett, 2005, p. 473) 
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7.3.4 Transformation of the EU Representation 
The textbook of the 1980s discusses the European integration in a 
chapter called “Formen und Grenzen der Einigung Westeuropas”. As the 
choice of the heading demonstrates, the European integration is foremost 
attached to the forms and borders of Europe. This reflects the political 
and social situation in Europe and in Germany in the early eighties.  
The postwar situation had resulted to the division of Germany. In the 
Potsdam Conference the allies divided the country and Berlin into four 
zones between the US, Britain, France and the Soviet Union. However, 
soon after the division of Germany, the western allies turned over 
increasing authority to Western Germany, and the first federal 
government was formed in 1949 by Konrad Adenauer. In the same year, 
the socialist state, GDR (Deutsche Demokratische Republik, DDR) was 
established in the area under the Soviet Union. There was a huge 
difference in the social and economic structure of West and East 
Germany. whereas West Germany eventually came to enjoy economic 
growth in the 1950s, the eastern socialist GDR was economically 
backward and had severe restrictions imposed as compared to the West. 
To prevent western influence on its territory and the mass escape to the 
Western Berlin, the socialist government of the East announced the 
building of a wall through the middle of Berlin. The relations between 
East and West Germany posed difficult questions. To improve the 
situation, West Germany under Brandt's Ostpolitik in 1970s was 
committed to acknowledge "two German states in one German nation". 
As a result, relations between the East and West Germany improved, and 
in 1973, they were both admitted to the United Nations.  
In the book of the 1980s, the discussion on the European integration 
process is framed in the context of “die deutsche Frage” (German 
question) referring to the division of Germany into occupation zones 
after World War II and whether and how to unify or reunify Germany. 
The European integration appears as a battlefield between the two 
superpowers, the US and the Soviet Union. Within the context of 
superpowers it becomes objectified in the metaphor of Europe as a 
“Dritte Kraft” (third force).   
Moreover, the western European integration is paralleled with the 
development in the Eastern, socialist Europe, above all in GDR. 
Different European movements and organizations are brought into 
discussion such as RGW (East German acronym for Comecon) in the 
East Germany, NATO in the West and CSCE (Conference on Security 
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and Cooperation in Europe) in furthering economic cooperation and 
obtaining humanitarian improvements for the population in the 
communist countries. The European discourse is anchored to the changed 
world political order and to the divisions of the Cold War–to the division 
between East and West.  
In the book from the 1980s, the European integration itself is 
portrayed as a historical success story, despite the pursuit of national 
interests by some member countries. It appears simultaneously as an 
economic engine and as a politically underdeveloped process. 
In 1989, rapid changes took place in the communist countries and in 
East Germany leading to German reunification. West Germany and East 
Germany were unified on 3 October 1990. At the same time, East 
Germany became part of the European Community. The radical changes 
in the European continent are reflected also in the textbooks published in 
the 1990s. 
The discourse on the European integration still appears as a 
battlefield of the superpowers in the schoolbooks. As in the book of the 
1980s, the East-West conflict is still a dominant theme. The EU is given 
a unifying role in the textbooks. In particular, the opening of the eastern 
border is brought up in the textbook of Westermann, published in the 
latter part of the 1990s. It discusses the European integration under the 
heading “Ein Haus für Europa?” (a house for Europe). The role of the 
European integration is to reduce differences between the poor East and 
the rich West. In this context, the European Union is objectified in a 
metaphor of a common house that unites all the western and eastern 
countries. The European integration is seen as an anchor, common 
reference point for the western and eastern countries that were separated 
for a long time. 
In addition, the textbooks of the 1990s anchor the European 
integration mainly to the memories of war and genocide and to the 
aspirations of peace, to Franco-German cooperation and to the economy. 
Instead, the political capacity of the EU is portrayed as immature. 
The discussion on the European integration and the European Union 
is more varied and comprehensive in the books published in the 2000s. 
As the previous statistical analysis and the qualitative content analysis 
showed, the current books are more concerned with the nature of the 
European integration, its characteristics and identity. Although the 
bureaucratic nature and the national interests of the member states are 
mentioned as obstacles of the Union, the European integration process is 
portrayed as a vital form of cooperation since no nation can manage 
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alone in the globalizing world. Moreover, the lack of political identity of 
the European integration is underlined in the books of the 2000s. This 
finding may reflect the German efforts in the 1990s and early 2000s to 
deepen European foreign policy cooperation (e.g. Banchoff, 1999). 
The radical socio-political changes in the late 1990s and early 2000s, 
such as the creation of monetary Union and the enlargement of the EU to 
central and eastern Europe, are reflected in the current textbooks. 
Particularly, the eastern enlargement is a dominant theme. Whereas in 
the schoolbooks of the 1990s the role of the EU is seen in reducing 
differences between the East and the West, the enlargement is now 
portrayed in a more problematic way. It is expressed simultaneously as a 
moral obligation and as an economic and political burden. This finding 
might reflect the rise of social and political problems in reunified 
Germany, especially the costs of reconstruction in the East that pushed 
Germans to take a tougher line with the use of money (e.g. Banchoff, 
1999).  
As in the earlier years, the economy still forms the basis for the 
European integration process. However, Europe is not as often portrayed 
as a battlefield of the superpowers as it was in the books from earlier 
years. The focus has shifted from the East-West conflict more to the 
search of European characteristics, identity and political power. 
7.3.5 Conclusions: INFLUENTIAL AND UNIFYING EU 
As discussed previously, regardless of the year of publication, all 
German schoolbooks anchor the European integration process foremost 
to the success of economic cooperation. One explanation for Germany’s 
relatively high level of support for the European integration may lie in 
the populations’ satisfaction with the resulting economic benefits (e.g. 
Medrano, 2003). Moreover, the role of economy as the basis for the 
European integration process might be partly caused by Germany’s 
position as the largest national economy in Europe and the largest 
absolute contributor to the EU budget. German post war economic 
development has often been associated with term “economic miracle” 
that describes the rapid reconstruction and development of the economies 
of West Germany after the Second World War. As we have seen above, 
the role of the united Germany as a European economic motor also 
appeared in some German schoolbooks. Moreover, the German 
attachment to their stable national currency emerged in some of the 
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books. In the 1990s, around two-thirds of Germans opposed the 
introduction of a European currency to replace the D-mark (Banchoff, 
1999), which might explain this objectification of monetary union in the 
D-mark. 
Due to economic reasons, one could also assume that the criticism 
addressed to the common agricultural policy (CAP) would be expressed 
even more strongly in the German textbooks, the same way as in the 
British textbooks. Agriculture appear as a disaster in some textbooks, but 
not much space is devoted to it, compared for instance to the eastern 
enlargement. This might be because of the German agricultural sector; 
although German agriculture is not as strong as German industry, and it 
is not an agricultural producer like Spain, its agriculture is heavily 
subsidized by the EU's Common Agricultural Policy and by the German 
government itself. In addition, the accession of East Germany to the 
united Germany expanded the relative size of the agricultural sector. All 
this might explain the relatively low criticism to the CAP.  
Besides economy, the East-West conflict and the EU enlargement 
appear as other dominant themes in the German textbooks. This finding 
might be explained by postwar political conditions and by the 
geopolitical location of Germany in the middle of Europe, between the 
East and the West. In the East-West context the EU is portrayed in a 
unifying role. The over emphasizing of the eastern enlargement in the 
German textbooks might reflect the economic and political motives of 
Germany; Germany has a strong interest in the stability of the region 
(Banchoff, 1999).  
As well as supporting the expansion of the EU, Germany has also 
continued to pursue the deepening of EU’s foreign policy (e.g. Banchoff, 
1999; Spohn, Minkenberg & Becker, 2003). This becomes apparent also 
in the schoolbooks. The message transmitted by the books was that the 
nations need the European cooperation in order to survive in the 
globalizing world. Thus, the EU needs to take a more active and 
responsible role in the world politics. This finding is consistent with 
some previous studies (Spohn, 2002, p. 305) indicating that in the 
contemporary German vision of Europe, the EU is seen as a 
counterweight to other global powers.  
The need for deeper political cooperation may also reflect the 
identification with supranational identity, Europe (Banchoff, 1999). The 
German support for the European integration is also traced back to 
Germany’s role in the Second World War. The need to cope with its Nazi 
past led Germans to seek for a supranational European identity that 
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provided a sort of substitute for a national identity (Medrano, 2003, p. 
12). This might explain the appearance of identity discourse in the 
German textbooks; questions of European essence, European identity and 
European borders are raised both in the statistical analysis and in the 
qualitative content analysis. It seems that although the old fundamentals 
of peace and economy are still salient in the very core of the EU 
representation, they do not suffice in the changing world. The 
representation of the EU exists, but is under constant transformation and 
manifests as a search for European essence and identity.  
This was also shown in the analysis of transformation of EU 
representation. Reflecting the changes in the social and political 
conditions, the EU representation has shifted from the battlefield of 
superpowers and from the East-West conflict more to the search of 
identity and political power. This finding should perhaps be interpreted 
in comparison with German national identity. As several authors (e.g. 
Spohn, 2002; Spohn et al., 2003; Medrano, 2003; Banchoff, 1999) have 
suggested, due to low national pride and self esteem, the formation of 
West German national identity has been closely connected with the 
European integration, which on the other hand was associated with the 
preservation of peace, regained economic prosperity and reconciliation of 
past. As Spohn (2002) notes in his historical analysis of European 
dimension in the formation of German national identity, the 
contemporary meaning of Europe in Germany has shifted from that of 
Germanic Europe to Europeanized Germany. 
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Basing on the above, I have named the core of the German social 
representation influential and unifying EU (see Figure 6). The core has a 
symbolic value; it helps to understand the emergence of the main- and 
subcategories; in a way, it tells the story of the European integration 
process in the German textbooks. It also has an associative value. Neither 
one of these characteristics alone suffices to describe the entire EU 
representation, but together they can explain the main findings of the 
analysis. Whereas EU as an economic motor reflects primarily the 
influential role of the EU, the unifying EU plays a more dominant role in 
the East-West conflict and in the EU enlargement. As the previous quote 
revealed (under section Franco-German coalition), already in the early 
years of the European integration process, the search for equality 
between the European nations motivated Germans to join the European 
project. Within the discourse of political dwarf both characteristics play a 
central role. Stronger action is demanded from the EU in the world 
politics, as well as a more influential role. At the same time, the EU 
needs to take more responsibility globally, to increase the global equality 
as a unifying actor. Moreover, the core has an expressive value; the role 
of the EU as powerful and unifying organization is expressed both 
directly and indirectly in the discourse. 
To conclude, the German textbooks show different perspectives of 
the European integration process; it has its opponents and proponents, its 
successes and problems. Even though most textbooks hold rather positive 
attitudes towards the European project, its weak points are not spared 
from criticism. In that sense, the communicative system of the German 
textbooks resembles that of a diffusion, in which contradictory opinions 
and beliefs are set in motion. However, this conclusion is not self 
evident. There are two reasons for that. First, the positive opinions on the 
European integration clearly dominate over the negative ones. Although 
the European integration process is criticized, its existence is not 
questioned. On the contrary it is portrayed as historically unique form of 
cooperation. In that sense the books intend to solve the story of the 
European integration with a happy ending. Second, as the analysis of 
visual images of the EU revealed, the use of caricatures is typical for the 
German textbooks. The use of caricatures, as well as the extensive use of 
authentic material, do not merely set opinions, but also create stereotypes 
of Europeans, neighbor countries (e.g. French and Poles) and eastern 
member states, and in that sense has propagandist aims.  
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7.4 FINNISH TEXTBOOKS 
 
Due to the periodical system of education in Finnish high schools, the 
issues related to the European cooperation are discussed during all 3 
years of upper secondary school (lukio). Most often the European 
integration is dealt with in the books of international relations (obligatory 
course) and in the books of civics (obligatory course). Therefore, the 
books of these two obligatory courses were chosen from major 
educational publishers: Wsoy, Edita and Otava. The chosen books from 
the early 2000s (6 in total) follow the new national curriculum (2005) of 
history and civics and are compulsory for all Finnish secondary school 
students. Therefore, they are currently widely used in schools. However, 
before the analysis of these books, it should be kept in mind that, as the 
analysis of European dimension in the Finnish national curricula 
demonstrated, the European integration as a topic is missing from the 
specific course contents of the curricula. 
In order to compare the European discourse in different historical 
periods, textbooks from different decades were chosen for the analysis. 
Since Finland joined the European integration process in 1995, textbooks 
were selected both from the early 1990s (two books from WSOY and 
one book from Otava) and from the latter part of the 1990s (one book 
from Edita and Otava).  
The amount of pages devoted to the European integration varied 
from 2 to 24 pages. As demonstrated in Table 8, compared to the older 
editions, the topic is discussed more extensively in the current textbooks. 
The total amount of transcribed text (excluding all visual material such as 
photos, diagrams etc.) was 88 pages. 
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Table 8. Number of analyzed pages and elementary context units (ECUs) 
in the Finnish textbooks. 
Publisher and year 
hi = history textbooks  
ci = civics textbooks 
 
Number of pages Number of ECUs 
   
WSOY   
Wsoy 1991 hi 13 35 
Wsoy 1992 ci 2 4 
Wsoy 2004a hi 9 19 
Wsoy 2004b ci 24 63 
   
EDITA   
Edita 1997 hi 7 25 
Edita 2003 hi 20 56 
Edita 2005 ci 22 55 
   
OTAVA   
Otava 1992 hi 6 8 
Otava 1997 hi 6 14 
Otava 2005a hi 10 32 
Otava 2005b ci 20 89 
TOTAL 139 400 
 
 
7.4.1 Contents of the EU Representation 
To explore what is told about the European integration in Finnish 
textbooks, the textual data was analyzed statistically with ALCESTE 
software. 
The total number of elementary context units (ECUs) was 590 of 
which 67.8% were analyzed and 32.2% eliminated. The hierarchical 
analysis resulted in the division of data into five classes.  
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Figure 7. Dendrogram of the Finnish classes 
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The first class is the largest and contains 119 selected words, 43% of the 
retained ECUs. It appears often in civics textbooks and in currently used 
textbooks. Among the most characteristic words are Finland, EU, 
parliament, Common Foreign and Security policy, affairs, Council of 
State, Bank, ECB and national. The vocabulary is related to Finnish 
membership in the European Union. As the following ECU indicates, the 
handling of EU matters in Finland is the focus of the class.   
The Grand Committee deals with the formulation of policy associated 
with membership of the European Union, with the exception of foreign 
and security policy, which falls within the remit of the Foreign Affairs 
Committee. The handling of EU matters is consultation between 
Government and parliamentary committees. (WSOY, 2004b, p. 87) (χ2 
= 30)34 
The Common Foreign and Security Policy (CFSP) and the European 
Central Bank (ECB) are topics that often appear within the class. These 
policy areas seem to be important for the Finnish membership in the EU, 
perhaps, because they both are intended to reduce the national power of 
decision.  
The EU is regarded from a Finnish viewpoint. Since Finnish 
handling of EU affairs and Finnish concerns dominate the class, I label it 
as Finnish EU membership.   
The second class contains 115 selected words, 16% of the retained 
ECUs. Class 2 is closest to class Finnish EU membership. They start 
from the same branch and are opposed to the rest of the classes (3, 4 and 
5). Although not as often as the first class, the second class also appears 
in civics textbooks. 
Commission, EU Parliament, Council of Ministers, Council, member 
country, commissars, representative, supervise, organ, choose and 
regulation are typical vocabulary of class 2. As demonstrated in the 
following ECU, the vocabulary is strongly associated with the 
institutions and the governing in the EU. 
                                                          
 
 
34 The Finnish text extracts are translated by the author. The original extracts in 
Finnish are in appendix 1. 
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The EU Summit, composing of the heads of the Governments of the 
member states, will meet at least twice a year and outlines the major EU 
policies. The Commission prepares proposals for the Council of 
Ministers, implements the decisions of the Council, and represents the 
interests of the EU, not of its member countries. The Court of Justice 
reviews the legality of the EU decisions. (Otava, 2005a, p. 139) (χ2 = 
69) 
The EU is discussed on an abstract level. The description is factual and 
dry. The European integration is viewed as a technical functioning of 
Europe. It appears as a distant institutional organ and, therefore, the 
second class is named institutional EU. 
 
The third class contains 90 selected words, 9% of the retained ECUs. 
Although classes 3, 4 and 5 start from the same branch and are opposed 
to classes 1 and 2, classes 3 and 5 are closer to each other and opposed to 
class 4. 
History textbooks are associated to class 3. Moreover, the books 
published at the end of the 1990s are mostly tagged here.  
Among the most characteristic words are Efta, Sweden, Norway, 
Austria, Switzerland, Denmark, Island, Great Britain, Portugal, join, 
community, free trade association, referendum, EEC, Europe, England, 
economic region and outside. As the following ECU demonstrates, the 
European Free Trade Association, EFTA, is the dominant theme in the 
class. 
In 1959 following an initiative of the Great Britain, the European Free 
Trade Association, EFTA, was established as a counterbalance to the 
EEC. The organization did not aim for the political integration, but 
was concerned with the free trade between member countries. Seven 
European countries of market-economy joined the EFTA: United 
Kingdom, Austria, Norway, Portugal, Switzerland and Denmark. 
(Otava, 2005a, p. 138) (χ2 = 63) 
Before joining in the EU Finland belonged to EFTA. It is portrayed as an 
alternative to the EEC. However, EFTA is also described as an 
intermediate stopping point before the membership of the EC/EU. While 
EFTA is anchored to trade, EEC/EC is linked to political cooperation. 
Class 3 is labeled as alternative European integration.  
 
The fifth class contains 114 selected words, 24% of the retained ECUs. 
As in the third and fourth class, history textbooks are associated to class 
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5. In addition, the books published by Edita as well as the editions of the 
late 1990s are linked here. 
 United States, Western Europe, Yugoslav, OEEC, war, Eastern 
Europe, France, NATO, Cold War, immigrants, Marshall and UN belong 
to typical vocabulary of class 5. The vocabulary seems to be related to 
the world politics. 
In particular, the role of the United States in the European integration 
is emphasized. American influence in the early steps of the integration 
process (mainly in the form of Marshall Aid) is underlined but also their 
current role as a military power is brought up.  
There are divergent opinions when it comes to the means. While 
Britain emphasizes cooperation between the EU and Nato and the 
United States, France and Germany would like to have an 
independent European defence. The bigger states of the Union would 
be ready to establish a hard core for the defence while smaller 
member states are afraid of being left outside of development.  
(WSOY, 2004a, p. 155) (χ2 = 18) 
As the above ECU suggests, the EU’s US relations are characterised as 
conflicting. Especially France and Great Britain are said to hold different 
views. While UK’s special relationship with the USA is brought out, 
France is seen to be seeking for an independent Europe. Particularly the 
crisis in Iraq appears as a cause of contention between the member states. 
Dependency on the United States and NATO also emerges when the EU 
is given a more global role, like in the Balkan crisis, as the following 
ECU indicates. 
The EU began to take more responsibility in crisis management. The 
first attempts in the Balkans, however, were weak. In the Kosovo crisis 
in the late 1990s, the EU and the UN had to turn to NATO and the U.S. 
military forces. (Edita, 2003, p. 165) (χ2 = 32) 
The European discourse is attached to wars (the Cold War, the Balkan 
crisis, the Iraq crisis) within the class. Overall, the global role of the EU 
seems to be a common theme. Portraying the EU in the world, in a global 
context, means positioning oneself towards the rest of the world–the 
others. One dominant theme is immigration.  
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Immigrants in Europe. There was a major debate in France in the 
late 1980s about whether Muslim girls were allowed to wear a 
headscarf in school. In the UK the number of languages spoken in 
schools was 120, in Sweden 70. There were 13 million immigrants of 
the EC’s 320 million population. (WSOY, 1991, p. 104) (χ2 = 35) 
Immigrants are portrayed simultaneously as a part of Europe and as 
outsiders. Within this discourse, Europe’s place in the world is defined: 
especially against the United States and immigrants. Distinction between 
the “us” (the EU) and “them” (the US and immigrants) allows the 
formation of a group identity. Since the typical vocabulary sets Europe 
against others, I label class 5 as EU in a global context.  
 
The fourth class is the smallest one containing 114 selected words, 8% 
of the retained ECUs. It is opposed to classes 3 and 5.  
Class 4 appears often in history textbooks. In addition, the books 
from the early 1990s are linked here, textbooks from the late 1990s to a 
lesser extent.  
Among the most characteristic vocabulary are Belgium, Luxemburg, 
Coal and Steel Community, Italy, Netherlands, Rome, the Democratic 
Republic of Germany, France, Benelux, present, plan, Schuman, 
Community, Europe, Ireland, Spain, Treaty, economic community, 
found, EEC, integration and foundation. As brought up in the below 
ECU, the class describes the historical roots of the integration process. 
French Foreign Minister Robert Schuman proposed that the 
French and German coal and steel industries could be placed under 
transnational authority. Six members approved the proposal: the 
Netherlands, Belgium, Italy, Luxembourg, France and the Federal 
Republic of Germany. The European Coal and Steel Community was 
founded in the spring 1951 and began to operate in the beginning of 
1953. (WSOY, 1991, p. 92) (χ2 = 63) 
Contrary to the French or German textbooks, the historical roots are not 
characterised by idealism or political aspirations but they are attached to 
the early steps of the integration process, to economic cooperation and to 
institutional aspects of the integration. The six original member states are 
the actors of the class whereas Finland’s role is excluded. Since the 
vocabulary and themes are linked to the early development of the 
European integration, I label the class as foundation of the European 
integration.  
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To conclude, textbooks of different time periods seem not to be attached 
closely to different classes. Only current textbooks are strongly tagged to 
the class Finnish EU membership. Instead classes Foundation and 
Institutional appear little more often in the books from the early 1990s, 
whereas classes Alternative European integration and EU in a global 
context in the books from the latter part of the 1990s.  
There does not seem to be much variation according to the publisher. 
Only the vocabulary of EU in a global context seems to emerge more 
often in the textbooks of Edita compared to other publishers. Instead, 
there is a vast difference between history or civics textbooks. As 
demonstrated in Figure 7, the major structural opposition is made 
between the EU in civics textbooks (classes 1, 2) and the EU in history 
textbooks (classes 3, 5, 4).   
Classes 1 and 2 (Finnish EU membership and Institutional EU) seem 
to be more concerned with the institutional functioning of the European 
Union. Instead, the development and the process of the European 
integration are characteristics of classes 3, 5 and 4 (Alternative European 
integration, EU in the global context and Foundation of European 
integration). The European integration is not a mere institutional 
construction, but an actor consisted of different member states. 
To conclude, what is written about the European integration in 
Finnish textbooks, the statistical analysis of vocabulary showed five 
classes: Finnish EU membership, Institutional EU, Alternative European 
integration, EU in a global context and Foundation. Finnish EU 
membership was discussed most extensively, whereas Foundation of the 
European integration and Alternative European integration were the 
smallest classes. On the basis of the dendrogram, it seems that there is a 
more institutionally oriented and a more politically oriented way to 
discuss the European integration in Finnish textbooks. Although the 
analysis elucidates the major contents and their organization, it does not 
shed light on the way the image of the European integration is 
constructed, which is my aim in the next section. 
 
7.4.2 Formation of the EU Representation 
Although the vocabulary used and the themes discussed seem to be 
somewhat similar in all the Finnish textbooks, the way to discuss the 
European integration varies depending on the books. Some of the 
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textbooks (e.g. Edita, 2003) describe it in a negative light, whereas some 
books (e.g. Wsoy, 2004b) are only slightly negative and some (e.g. 
Otava, 2005b) even more positive than negative. The year of publishing 
seems not to define whether the European integration is viewed through a 
positive or negative lens, although the quantitative proportion taken up 
by the topic European integration has increased when we compare 
editions from the 1990s and the 2000s. The European discourse appear to 
fall between two poles: either it is represented negatively as a source of 
problems and disagreements, or it is seen positively as a guarantee of 
peace and prosperity.  
In the following I will present the main categories found in the 
theory-driven content analysis: EU as a source of problems, EU as 
disagreements, EU as a bureaucratic fortress and EU as a prosperity 
and peace ensuring mechanism. The main categories consist of several 
subcategories; their organisation is demonstrated later in this section in 
Figure 8. 
EU as a Source of Problems 
The most typical discourse in the Finnish textbooks seems to be attached 
to the problematic nature of the European integration. Often the words 
such as “problem” (ongelma), “opposition” (vastustus) and “fear” (pelko) 
are used, but also interrogative and more indirect styles are exploited to 
construct a problematic nature for the European integration. 
EU as a source of problems appears in one way or another in most 
textbooks (Edita 1997, 2003, 2005; Otava, 1992, 1997, 2005a, 2005b; 
WSOY, 1991, 1992, 2004a, 2004b). The discourse is found in various 
contexts, but mainly within agriculture, enlargement, CFSP, EU 
Constitution and free movement (subcategories).  
Agriculture (subcategory) is portrayed as a problem in most Finnish 
textbooks (Edita, 1997, 2003, 2005; Otava, 2005a, 2005b; Wsoy, 1991, 
1992), thus, the discourse of problematic EU is anchored to common 
agricultural policy.  
Subsidies and overproduction of agriculture became the biggest 
economic problems in the EC (Otava, 2005a, p. 137).  
As the above quote expresses, negative images of subsidies and 
overproduction (Edita, 2003; Otava, 2005a) create problematic image of 
the European integration. The agricultural problem seems to be long-
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lasting since it already appears in the books from the early 1990s as well 
as in the current textbooks.  
The EU enlargement in 21st century (subcategory) is another theme 
that evokes negative and sceptic feelings. The topic appears in current 
textbooks. Almost as often as it is discussed, it is attached to problems 
(Edita, 2003; WSOY, 2004b).  
Before the negotiations with the candidate countries could begin, many 
difficult economic, political, ideological and human rights related 
problems and practicalities had to be worked out. (Edita, 2003, pp. 
158–159) 
As the above quote suggests, the enlargement is portrayed as economic, 
political, ideological and human rights related problems. The new 
member states are often described as poorer than the EU-15 and their 
economic and political situations are portrayed as unstable. The member 
states differences in standard of living are brought up as well as the 
linkage between the enlargement and future decision-making problems. 
The image of the European integration as a source of problems is created 
in textbooks by creating negative images of the enlargement. 
The common foreign and security policy (CFSP) (subcategory) is 
mainly discussed in the current textbooks, where it is given relatively 
much space. In the context of the CFSP, the political and military 
neutrality of Finland is mentioned (WSOY, 2004b; Otava, 2005b; Edita, 
2005). The topic is not described by using words such as “problem” or 
“fear”, but by portraying its problematic nature in a more indirect way.   
Although military capacity will be created for the EU, it will not be a 
military organisation or a defence union. (Edita, 2005, p. 173.) 
The European Union is described without any military characteristics, 
perhaps, to evade the threat for the Finnish neutrality policy. It seems 
that the aim to maintain sovereignty, at least in military and defence 
policy, is expressed implicitly in the quote. The CFSP appears as an 
ambiguous topic and creates an image of a problematic European 
integration. 
The new EU Constitution (subcategory) is discussed in three recent 
textbooks (Edita, 2003; Otava, 2005b; WSOY, 2004a) Two of them 
focus on negative aspects of the Constitution (Edita, 2003; WSOY, 
2004a). The new Constitution is portrayed as a threat for the smaller 
member states.  
The work of the Convent on the future EU was characterised by the 
deep disagreements from the beginning. Smaller member states 
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began to fear that the bigger member states would take all the power 
for themselves and the Union would be divided into two groups. (Edita, 
2003, p. 163)  
As the above quote indicates, the Constitution is attached to the conflicts 
between bigger and smaller member states. The fear of the smaller 
member states of being excluded and marginalised from the decision 
making is expressed. This may reflect the power position of Finland as a 
small member state. Images of unequal core and peripheral member 
states construct image of a problematic European Union.  
The discourse of the European integration as a source of problems 
also appears in the context of free movement (subcategory) (Edita, 2003; 
2005). Certainly the free movement of people is described as an 
opportunity for the EU citizens to move, study and work abroad (Edita, 
2005; Otava, 2005b). Despite the positive views, the discussion of 
boundless Europe is often attached to the negative aspects of the 
integration.   
The freedom also evokes feelings of fear. Especially the international 
criminal organisations, smuggling of drugs and arms and illegal 
immigrants cause worries. Due to the Schengen Treaty Finland also 
had to tighten controls at its border since our borders, except for 
Norwegian and Swedish borders, are outer borders of the Schengen. 
The major threat at the eastern border of Finland is that Russian 
criminal organisations try to use Finland as a passing through country. 
In March 2005 the authorities stopped at the border a group of 
Georgian women who were apparently victims of human trafficking. 
(Edita, 2005, p. 171)   
In the above quote, threats of boundless Europe are objectified to 
criminals, illegal immigrants and drug smugglers. Even more concrete 
objectifications are provided in the form of Russian criminals and a 
group of Georgian women who were turned back at the Finnish border 
since they were suspected of being victims of human trafficking. 
European Integration as Disagreements 
The Finnish textbooks portray the European integration through the 
member states’ disagreements. However, this discourse appears mainly 
in the textbooks of one educational publisher (Edita). Disputes between 
member states are described by using expressions such as “tensions” 
(jännitteitä), “disagreements” (erimielisyydet), “conflicting” 
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(ristiriitainen), “dispute” (riita) and “debate” (kiista). The major debates 
are seen between Franco-German alliance and Britain (subcategory), 
between the smaller and the bigger member states (subcategory) and 
between federalists and their opponents (subcategrory). The discourse of 
the EU as disagreements can be found in various contexts: within the 
early years of integration and within the more recent stages of 
development such as the EU Constitution, the CFSP and the war in Iraq. 
However, sometimes the disagreements are directed towards the whole 
integration process as the below quote demonstrates. 
There are a lot of tension within the EU and the expectations of Union 
are contradictory (Edita, 2005, p. 78). 
The European integration seems to be associated with the conflicting 
relations between the member states. Underlying reasons behind the 
tension are found in national self-interests. Thus, anchoring the EU in 
nation state might explain why the European integration is attached to 
conflicting relations between the member states. 
The member states’ disagreements are often attached to difficult 
relations between two European countries: France and the UK. This 
appears clearly within the early years of integration. The conflicts 
between the two countries are personified by the French president, 
Charles de Gaulle, who is told to be the reason behind the delay of 
British entry to the EEC. At the same time, Britain is portrayed as an 
outsider to Europe. The competitive relationship between France and 
Britain is not only a characteristic of the early years of the integration, 
but it is referred to in the context of more recent development as the 
following quote indicates. 
Later the European integration process was also dominated by the 
competitive relationship between France and UK. The British were 
prioritising the transatlantic cooperation with the United States, 
whereas the French tried to do their best in reducing the influence of 
this cooperation in the European continent. (Edita, 2003, p. 153)   
The special relations between the UK and the US are emphasized, while 
France is described as the cock-of-the-walk in Europe. Thus, France is 
positioned as a European leader while Britain is linked to its special 
relations with the United States. 
Franco-German coalition versus UK-US alliance also appears in the 
context of the Iraq crisis, which was discussed more extensively in one 
textbook (Edita, 2003). The war is described as a major cause of division 
within the EU. 
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Furthermore, the discourse of the EU as disagreements is also 
expressed in the context of federalists and their opponents. The 
textbooks of Edita (1997; 2003) consider the form of integration as the 
major challenge for the future integration. As the below quote indicates, 
two forms are put against each other: Federation and Confederation.   
There is one question that has dominated the debate on European 
future: should the European Union become a federal state or a union of 
sovereign states? It is concretised in the question about the future of the 
nation-state. What will happen to the nation-states if the EU becomes 
a federal union? Opponents of the federation are afraid of loosing 
the entire national authority little by little to Brussels. (Edita, 2003, 
p. 161) 
In the above quote, the uncertain future of nation-state is anchored to the 
question of the form of the European integration. Federal Europe is 
portrayed as a threat, since the sovereignty would be lost entirely to 
Brussels and ultimately, the European Union would aim to replace the 
nation-state.  
EU as a Bureaucratic Fortress 
The most negative characteristics attached to the European Union often 
concern either its bureaucratic (subcategory) or its fortressing 
(subcategory) nature. Both are seen as characteristics of the rigid and 
inflexible EU.   
One common way to discuss abou the European integration in 
Finnish textbooks is to portray it as a bureaucratic and distant 
construction (Otava, 1997; Edita, 1997, 2003, 2005). 
Almost all the member states have had doubts about the 
bureaucracy of the European Union and its distance from the 
people. Many fear the devastation of democracy. (Otava, 1997, p. 138.) 
The above quote constructs an image of the European Union that 
threatens democracy. Some Finnish textbooks (Edita, 2003; 2005) go 
even further with negative description of the EU. 
It was not known what the EU really does and even less was understood 
about why it works the way it does. Many saw the headquarters in 
Brussels as a bureaucratic factory of directives, which intervenes 
irrationally into people’s business and makes more and more stupid 
regulations. (Edita, 2003, p. 156) 
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In the above quote, the European Union is portrayed in a negative light 
by addressing the uncertainty and vagueness of the organisation. It is 
objectified and concretised in the metaphor of bureaucratic factory of 
directives in Brussels. The metaphoric image of bureaucratic factory of 
directives creates a sense of threat, which needs to be rejected.   
Few Finnish textbooks (Edita, 2003; Otava, 2005a) bring forth 
another kind of metaphor of the European integration.  
It was asked whether the EU is going to withdraw into its own 
fortress. The continuous flow of refugees, asylum seekers and job 
seekers to the territory of the European Union was seen as a problem. 
(Otava, 2005a, p. 141.)    
As the above quote suggests, the metaphor of fortress Europe refers to 
the EU which aims to keep strangers out. The creation of fortress EU 
aims to protect the EU’s group boundaries by differentiating it from the 
others. 
The European Integration as Prosperity and Peace Ensuring 
Mechanism 
Almost all Finnish textbooks (Edita, 1997, 2003, 2005; Otava, 1997, 
2005) refer to the ideas of peace and prosperity as the major motives 
behind the integration process, although they do not discuss it at length. 
This image focuses on the positive aspects of the European integration. 
In this context, the European integration is portrayed as a success.  
The European Community encouraged changes in attitudes: the 
European cooperation was seen to bring peace and freedom, and to 
ensure prosperity and security. (Edita, 1997, p. 115) 
Peace and prosperity are referred to as the major reasons behind the 
integration process. Besides peace and prosperity, other important values 
such as democracy, freedom and security are mentioned, but they are not 
discussed in depth. On the contrary, they appear more or less as empty 
categories.  
To conclude, the European integration appears as a controversial 
issue in Finnish textbooks. On the one hand it is anchored to peace and 
prosperity. On the other hand, the European integration process seems to 
form a threat to the nation-state, which leads to the negative images of 
problems and disagreements. Finland appears as a small player, while the 
EU is shown as a playground of big countries. The metaphors of 
bureaucratic factory of directives as well as the metaphor of fortress 
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Europe are objectifications, which reinforce the negative image of the 
European Union. The process of objectification will be further discussed 
below in the context of visual illustrations. 
7.4.3 Visual Image of the EU Representation 
Text has the most important role in the Finnish textbooks. The 
illustrations mainly complement the text, but sometimes they function as 
their own entities which are not commented in the text. In contrast, they 
may add new perspectives, which often involve emotions (either positive 
or negative). The summary of the visual illustrations of the textbooks is 
presented in Table 9.  
 
Table 9. The number of various illustrations in the three textbooks from 
the early 1990s, two from the late 1990s and in the  six books from the 
2000s. 
Type of illustration Beginning of 1990s End of 1990s 2000s Total 
Total number of pages in books 21 13 105 139 
Pictures 0 2 29 31 
Maps 3 3 7 13 
Diagrams 3 1 7 11 
Caricatures 1 1 1 3 
Drawings and posters 1 1 1 3 
Tables 0 0 2 2 
Total of illustrations 8 8 40 56 
 
Table 9 indicates that the number of visualisations has remained standard 
in proportion to the amount of pages dealing with the topic of the 
European integration in each period of time. It also demonstrates that 
regardless of the year of publication, all the textbooks visualise the 
European integration as a geographical map.  The European integration is 
not only objectified in a geographical space consisting of the Western 
European member countries, but instead, all textbooks published in the 
1990s, present the Comecon countries (Council for Mutual Economic 
Assistance) side by side with the western European trade blocks (EC and 
EFTA). The use of objectification is never without significance for a 
social group, and therefore, one could assume that Finland’s own 
position, balancing between the West (EC/EU) and the East (Soviet 
Union) is expressed through the use of maps. This is not surprising 
because Finland lies on the dividing line between the East and the West, 
both historically and geopolitically (e.g. Meinander, 2003). After all, 
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until the collapse of the Soviet Union Finnish foreign policy was 
characterised by maintaining good relations with the Soviet Union.35  
Almost all Finnish textbooks include diagrams, which objectify the 
European integration in the form of technical functioning between 
different institutions (see Image 18) or between three main policy areas 
(pillars). Thus, the European integration is often portrayed in a dry and 
complicated manner, which may maintain the image of bureaucratic and 
complex European Union remaining distant for its citizens. 
 
The European Union is located in Brussels and Strasbourg, as it is often 
made concrete in the pictures of the headquarters buildings, parliament 
sessions and top-meetings (6 images). In some pictures, Europe is given 
the faces of European leaders, who are usually French and German 
                                                          
 
 
35 For instance Finnish entry into a free-trade relationship with the European 
Economic Community (EEC) in 1973 occurred only after Soviet interest were guaranteed 
(including formal links with Comecon and re-election of Kekkonen in 1974) to assure the 
Soviet Union of a continuity in Finnish foreign policy. In practice, Finland was the only 
“western” country not discriminating against Soviet exports by tariffs. 
Image 18. (Wsoy, 1991, p. 94) 
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leaders (4 images). Through these objectifications, the European 
integration is represented as a distant, elite-driven project, dominated by 
big countries. 
Nevertheless, in particular in the recently published textbooks, 
Europe is increasingly given Finnish faces (7 images); most often the 
face of the Finnish Commissar Olli Rehn (see Image 19).  
 
 
The stars in the background are icons of the European Union. The 
wrinkles on the forehead, the arching eyebrows, thoughtful look on his 
face, the glasses and the coffee cup create an image of a skilled and 
experienced politician. In this picture a Finnish politician is portrayed as 
a competent European, and thus, in a way, it reinforces the positive 
image of Finnish competence in the EU.  
However, some pictures reflect a negative image of the European 
integration by representing it as controversial (9 images). In particular 
the pictures of demonstrating farmers (3 images) and the pictures of 
“different Europeans” (3 images) serve as objectifications, which 
familiarise and concretise the controversial nature of the EU. The latter 
kind of pictures create otherness in the European context: in these 
pictures, poorer eastern European farmers (see Image 20), immigrants 
and asylum seekers from Eastern Europe are given the status of an 
outsider.  
Image 19. (Otava, 2005, p. 107) 
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Image 20 illustrates the problems of the eastern enlargement for the EU. 
The east, in this case Poland, is represented as poor and underdeveloped 
second-class country and the eastern economy, in particular agriculture, 
is objectified in the poor-looking farmer using old-fashioned methods of 
farming. 
The European Parliament is also criticised of favoring celebrities in 
the EU elections by two illustrations of which the first one is a caricature 
of a witch and the other a photograph of a Finnish singer (both 
representing candidates in the EU elections). The use of well-known 
people (musician) or figures (witch) as objectifications gives faces to the 
problem of the EU Parliament and makes it more tangible. A message of 
controversial and problematic European integration is transmitted by 
presenting the European project in a less than favorable light.  
There are three illustrations in the Finnish textbooks, which set 
Europe against the nation. The first is a picture of the Finnish national 
poet J. L. Runeberg and balloons of the European Union (see below 
Image 21). The second is a caricature of Finland balancing between 
Soviet Union and Efta. And the third is a caricature in a textbook from 
1992, in which the pros and cons of the Finnish EU membership are 
weighed. These pictures are expressions of Finnish identity in the 
European context; whether we belong to the east or the west, whether to 
Image 20. (Edita, 2003, p. 158) 
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join in the EU or not, and whether we can keep our national symbols and 
identity in the European Union.  
 
 
In the above Image 21, the question of the coexistence of Finnish and 
European identity is made concrete by using both national and European 
symbols as objectifications. However, the message remains obscure: 
does the picture aim to transmit a message of threatening or enabling 
European Union?  
To conclude, the chosen objectifications largely reflect Finnish position 
in the EU. This is illustrated by the maps in the books from 1990s, as 
well as in some pictures, which contrast the Finnish and European 
identity even more visibly. There are also many images, which objectify 
the EU as a complicated institutional power or pillar structure and make 
it concrete in the pictures of headquarters buildings and top-meetings. 
Nevertheless, to emphasize the Finnish position in Europe, the European 
integration is increasingly personified by Finnish EU politicians, such as 
Olli Rehn transmitting a very different message of “we are part of 
Europe”.  
7.4.4 Transformation of the EU Representation 
As Finland joined the European Union in 1995, textbooks for the 
analysis were chosen from the beginning of the 1990s and later. A glance 
Image 21. (Edita, 2003, p. 151) 
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at history textbooks from the 1980s revealed that the European 
integration was not a topic of discussion. Social representation of the 
European integration did not exist in Finnish textbooks. 
Only few pages are devoted to the European integration in the older 
textbooks from the 1990s, whereas newer textbooks discuss it more 
extensively. The European integration appears as its own chapter in most 
books published in the 2000s. Nowadays there is even one optional 
course in Finnish history curriculum devoted to the European Union. 
Therefore it seems that the European integration has little by little come 
into the focus of public attention during the last 15 years. 
As the statistical analysis of vocabulary showed, textbooks from 
different time periods seemed not to be attached very strongly to 
different classes, although there was some variation. The classes 
Foundation and Institutional appeared little more often in the books from 
the early 1990s, whereas the classes Alternative European integration 
and Europe in the global context were more frequent in the books from 
the latter part of the 1990s. Only the textbooks published in the early 
2000s were clearly tagged to the class Finnish EU membership.   
The early classes Foundation and Institutional described the 
European integration as an abstract and distant phenomenon which did 
not concern Finns. Compared to the dominant class Finnish EU 
membership in the books from the 2000s, it seems that by then the 
representation had not yet been made familiar. Whereas the 
representation in the older books is still mainly economic and 
institutional, it seems to have transformed towards more functional and 
real. In the current books the European integration has become more 
concrete in the lives of Finns. Now books are more concentrated on how 
the EU membership is handled in Finland and what the major concerns 
are. However, these conclusions are very speculative and hypothetical, 
since the amount of data is limited. A deeper analysis on the textbooks in 
their historical context needs to be carried out.  
Until the fall of the Berlin Wall and the collapse of the Soviet Union, 
Finland's foremost trade policy framework was EFTA, the European Free 
Trade Association. There were also strong bonds with the other Nordic 
countries, both on political and grassroots level. The Nordic countries 
had created a joint labour market and passport union as early as in the 
1960s. Finland became a member of the Council of Europe in 1989, and 
a few years later in 1992 applied for EU membership following the 
Swedish example. At the time when the possible membership of the 
European Union was being debated in Finland, the burning issues were 
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specifically the future of neutrality and military non-alliance, and the 
future of Finnish agriculture. (Ministry of Foreign Affairs in Finland, 
2008.) The Finnish textbooks from the beginning of the 1990s do not 
give much space for the European integration process. The European 
integration process appears mainly as an economic organisation. EFTA, 
as well as the close bonds with other Nordic countries, are brought up 
side by side with the EC. Some remarks on the debate on the Finnish 
membership negotiations emerge. On the one hand, the European 
integration is seen to threaten Finnish agriculture and national 
independence. On the other hand, economic advantages of the EU 
membership are brought up.  
In the consultative referendum of October 1994, 56.9% of Finns 
voted in favor of the EU membership. Finland became a member state in 
January 1995, at the same time as Sweden and Austria. The Finnish 
membership in the EU shows up in the books from the latter part of the 
1990s, through the change in the way in which the phenomenon is 
discussed. The European integration does not appear as a mere economic 
free trade organization, but it is now given more evaluative connotations. 
On the one hand, it is suspected. The suspicion towards the bureaucratic 
nature of the EU and the economic and monetary union (EMU) reflect 
the atmosphere of the Finnish society, which held a critical position 
towards the European integration (e.g. Eurobarometer “European citizens 
and the Euro”, 1995). On the other hand, the European integration is 
attached such attributes as peace, security, democracy and prosperity.  
The beginning of the 2000s has been a period of big changes in 
Europe and in Finland. The Euro replaced the Finnish markka as the 
country's cash currency from the beginning of 2002. 1 May 2004 ten new 
Eastern and Central European countries joined the EU. As a part of its 
foreign and security policy, the EU established crisis management forces 
and took on peace-keeping operations in the Balkans. The 25 EU 
countries designed a Treaty establishing a European Constitution, but 
when citizens in both France and the Netherlands voted 'No' to the 
Constitution in referendums in 2005, EU leaders declared a "period of 
reflection". These big changes also arise in the Finnish textbooks. The 
European integration is now clearly discussed more extensively: it has 
been brought up to public attention and debate. The new winds in Europe 
(the euro, CFSP, enlargement, Constitution etc.) are dealt with in almost 
all of the current textbooks. In particular the CFSP, enlargement and new 
Constitution are portrayed as problematic and as sources of 
disagreements. Although the negative images slightly dominate in the 
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Finnish textbooks, the image of successful and important European 
integration exists alongside them.  
 
7.4.5 Conclusions: THREAT or ENABLER? 
The negative and positive images of the European integration seem to 
exist side by side in the Finnish textbooks. On the one hand, European 
integration was represented as a source of problems and disagreements 
and as a bureaucratic fortress, but on the other hand, it was seen as a 
promoter of peace and prosperity. In order to better understand the 
conflicting representations and their formation, I will next consider them 
in their social and historical context.  
Farmers form the largest group of EU opponents in Finland, which 
might explain why the agriculture is portrayed as a problem in the 
Finnish textbooks (e.g., EVA, 2006). Farmers have opposed the EU 
membership from the beginning, since they saw the Finnish EU 
membership as a threat to the future of national agriculture and their 
living.  
The EU enlargement is another theme that is described as 
problematic. One reason for this might be in the growth of expenses. 
People in Finland have realized that membership of the Union will 
become much more expensive for them. Few of the textbooks mention 
that the enlargement has had an effect on the increase of Finnish net fees. 
Also, the recently published attitude and value survey of EVA (2006) 
showed that more than two-thirds of the Finnish respondents think the 
membership fees are too high relative to the benefits received. 
Moreover, the Finnish textbooks portray the Common Foreign and 
Security Policy (CFSP) as a threat to Finnish neutrality policy. In this 
context, NATO is often mentioned. Thus, it seems that NATO, which has 
been a taboo in Finnish political debate for years (e.g. Ries, 1999), is 
seen as a prototype for military and defence cooperation. After all, 
Finnish public opinion on NATO has remained hesitant despite the 
positive way in which it is portrayed in Finnish media (Rahkonen, 2007). 
Other factors, in particular historical reasons, seem to better explain the 
negative attitudes (Rahkonen, 2007). Thus, one could assume that by 
anchoring the CFSP to NATO, the CFSP is rejected, since from the 
perspective of Finnish neutrality policy, NATO-like CFSP is experienced 
as threatening. Historically military neutrality has been an important 
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value component for Finnish political identity (e.g. Törnudd, 2005), 
which is seen as being jeopardized in a situation where the integration 
process leads to the development of a common defence. One way to get 
rid of this inconvenient situation is to particularise and distinguish the 
common foreign and security policy of the European Union from the 
characteristics of a defence union–that is, NATO. What is perhaps 
surprising in the light of this study, is that the discussion on the European 
integration is not framed more strongly in Finnish geopolitical position 
between the East and the West; the perception of the European 
integration seems not to have been shaped by the Finnish historical 
traumas (e.g. Meinander, 2003). In the analyzed textbooks, security 
appeared as one component among others that would be enabled by the 
EU membership.  
Portraying the European integration as disagreements may reflect the 
fear of the smaller member states that they are to be left out of the 
development (cf. 95% of Finns believe that biggest countries have most 
power in the EU, Eurobarometer 68 Finland, 2007). One textbook 
expresses explicitly that Finland as one of the smaller member states 
considers the new EU Constitution as a threat to its influence and 
sovereignty. Also the recently published attitude and value survey of 
EVA (2006) showed that nine out of ten Finnish respondents see the 
excessive influence of the large member countries as a problem. 
In addition, the image of the EU as a bureaucratic fortress reflects 
negative aspects of the integration. Objectifying the European project to 
the metaphor of a bureaucratic factory of directives may mirror the 
Finnish representation of governance as transparent and democratic, 
while the European governance is seen as undemocratic and 
bureaucratic. This interpretation is consistent with the opinion polls 
(Eurobarometer 68 Finland, 2007) indicating that clearly larger number 
of Finns trust the national parliament and government than the 
institutions of the EU. Some Finnish textbooks go even further, stating 
that closer integration will lead to loss of independence.  
In many EC-countries, the fear of losing the national independence 
has nevertheless caused resistance against the Maastricht Treaty (Otava, 
1992, p. 153). 
What is common to all discourses described above is that they all reflect 
some sort of threat to the nation-state–whether it is a question of 
agriculture, enlargement or bureaucratic nature of the EU. Therefore, one 
pole of the core of Finnish representation is labeled as a threat.  
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On the other hand, side by side with the negative aspects some 
positive images also appeared in the Finnish textbooks. The European 
integration was portrayed as a peace ensuring mechanism and as a 
promoter of democracy, security and prosperity. Portraying the European 
integration as a success of peace, stability and democracy reflects a more 
official view of the EU (cf. Finnish Government, 2008). The other pole 
of the core of Finnish EU representation is thus labeled as an enabler.  
As Figure 8 demonstrates, the social representation of the European 
integration emerges as a representational field organised around a 
dialectically opposed conflicting cores: Threat vs. Enabler. These 
conflicting cores may serve different functions for the representation.36 
Whereas the element of threat functions to protect the national 
independence and identity from fast European developments, the element 
of enabler is based on normative, authorised vision of the European 
affairs. 
The core holds qualitative necessity; it gives the signification to the 
representation. It has symbolic value, since it helps to understand the 
peripheral elements (e.g. why for example agriculture and enlargement 
are portrayed as problematic). The conflicting core Threat vs. Enabler is 
underpinning the main themes and therefore has an associative value 
which means that it relates to all peripheral elements and organises their 
interdependence. The core is also present with consistency, threatening 
and enabling nature of the European integration is expressed explicitly 
throughout all examined textbooks.37  
                                                          
 
 
36 I could have named the core controversial, but since the two dialectical cores seem 
to serve different functions, I decided to separate them from each other. 
37 The core is at a higher level of abstraction and therefore does not often appear as 
such in the data, but is expressed through more concrete main and subcategories. 
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These two conflicting representations exist side by side both in the older 
and in the more recently published textbooks. However there are some 
variations between the textbooks of different publishers–whereas some 
books are rather neutral or positive (e.g. Otava, 2005) in their way of 
dealing with the European integration, few of them portray it clearly in a 
negative light (e.g. Edita, 2003). The negative pole slightly dominates the 
field.  
Since one can find both positive and negative discourses in most of 
the Finnish textbooks, the communication form is closest to diffusion 
(Moscovici, 1961). However, both sides of the same story are not always 
told. Instead, as we have seen above, discourses of the EU as 
bureaucratic and as disagreements mostly emphasize conflict and their 
aim is to generate negative stereotypes of the European integration. In 
that sense, some textbooks contain propagandist functions which may 
play a vital role in the formation of social representation. 
The European integration becomes gradually familiarised in the 
Finnish textbooks. Whereas only a few pages are devoted to the topic in 
the older textbooks, the newer books discuss it more extensively. In the 
beginning of the 1990s, the European integration appears as a distant, 
mainly economic organization. Later on, more connotations and 
meanings are attached to it. In that sense it becomes more concrete and 
real. It is regarded from a Finnish viewpoint and all trends (the CFSP, the 
Constitution), which somehow are targeted to reduce Finnish national 
Figure 8. The structure of the Finnish textbooks’ EU representation 
ENABLERTHREAT
Disagreements
Bureaucratic
fortress
Source of problems
Promoter of peace
Prosperity
France vs.
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Federation vs. 
confederation
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authority are perceived as troubling, if not threatening. The European 
integration seems to be anchored to the nation-state and the threatening 
nature of the European unification appears as a permanent part of the 
representation. However, those aspects of the integration which support 
the nation-state, like the growth of economy and the guarantee of peace, 
are represented positively as a success. In other words, when the 
European integration is seen as an enhancement of national power it is 
perceived positively, whereas when it is seen to somehow weaken the 
national state, it is represented as a threat.  
 
7.5 SWEDISH TEXTBOOKS 
Civics is a compulsory subject for all Swedish upper secondary school 
(gymnasium) students. As a subject it is divided into four different 
courses, of which one is the core and three are optional. Therefore, I have 
focused on the textbooks of the courses that are compulsory for all 
students. Since history is not one of the core subjects and, half of the 
students at the high school level never study history as a separate subject, 
I have concentrated on the civics textbooks.  
I have chosen textbooks from four major educational publishers 
(Gleerups, Bonniers, Liber and Studentlitteratur). I have analyzed five 
current textbooks of which three are textbooks of compulsory courses 
and two textbooks of optional courses (Gleerups, 2005 and Bonniers, 
2004b). Since Sweden did not join the European Union until 1995, the 
topic of the European integration is not much discussed in the older 
textbooks. Therefore, the data from the earlier years is limited to one 
textbook from the 1980s and from the 1990s.  
Almost all selected textbooks (except Gleerups, 2005 and Liber, 
1986) include a chapter dealing with the European integration process. 
Moreover, especially in the current textbooks, the European integration is 
also discussed in the context of decision making, security policy, social 
policy and economics. The amount of pages devoted to the topic of the 
European integration varied from 5 to 30 pages. As demonstrated in 
Table 10, the currently used civics textbooks discuss the topic rather 
extensively. The total amount of transcribed text was 112 pages. 
  
 
257 
 
 
Table 10. Number of analyzed pages and elementary context units 
(ECUs) in the Swedish textbooks. 
Publisher and year 
ci=civics, hi= history 
Number of pages Number of ECUs 
   
Gleerups 1996 ci 14 66 
Gleerups 2004 ci 28 126 
Gleerups 2005 hi 5 48 
   
Bonniers 2004a ci 30 142 
Bonniers 2004b ci 22 137 
   
Studentlitteratur 2004 ci 9 36 
   
Liber 1986 ci 8 33 
TOTAL 116 588 
 
7.5.1 Contents of the EU Representation 
To find out what is written on the European integration, all Swedish 
textbooks were submitted in a statistical analysis of textual data 
(ALCESTE). The total number of elementary context units (ECUs) was 
930 of which 63% were analyzed and 37% eliminated.  
As demonstrated in Figure 9, the dendrogram of classes obtained 
from hierarchical analysis is comprised of five classes.  
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Figure 9. Dendrogram of the Swedish classes 
The first class is the largest containing, 159 selected words, 32% of the 
retained ECUs. Textbooks published in the early 2000s are linked to 
class 1, as well as the civics textbooks, although to a lesser extent.  
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Among the most characteristic words are future, problem, possibility, 
EMU, criticism, federation, country, risk, debate, and independent. The 
vocabulary is evaluative and deals with future’s uncertain developments. 
One dubious issue concerns the future form of cooperation. The big 
question is how much decision-making power should be transferred to 
Europe from national political systems.  
Can a small country put a stop to the other countries in specific 
questions? On the one hand, it is important that a country is not 
forced into cooperation against its will, on the other hand, veto right 
risks to prevent or delay the EU's integration and development. 
(Bonniers, 2004a, p. 163) (χ2 = 19)38 
As the above ECU expresses, to cede national authority to Brussels is a 
complex task. The ECU also brings up the question of power relations 
between different member countries: how much small countries have 
voice in the construction of future Europe?  
In particular, the uncertain developments of the future are 
concretised in the Emu-debate.  
If Sweden were to join EMU, it could no longer change the interest 
rate or exchange rate to stimulate or restrain the economy. 
Moreover, Sweden could no longer be able to devalue or overvalue the 
Swedish crone. But EMU proponents claim that a small country like 
Sweden hardly has a large monetary policy space. (Gleerups, 2004, p. 
179) (χ2 = 12) 
As the above ECU indicates, EMU is portrayed as a controversial issue: 
Should Sweden join or not remains an unsolved question. Swedish 
membership in the EU is not described as a certainty. On the contrary, it 
is a debated topic as the following ECU demonstrates: 
                                                          
 
 
38 The Swedish text extracts are translated by the author. The original extracts in 
Swedish are in appendix 2.  
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Everything would be just fine if we joined the EU. The food would 
be cheaper, unemployment would fall and interest rates would go 
down. Another theme in the debate was that the Swedes, especially 
those who, after all, went to vote, voted those representatives who just 
want to get a ticket away. (Bonniers, 2004a, p. 156) (χ2 = 15) 
Discussion on the European integration is ambiguous within class 1. The 
future development is characterised simultaneously as a risk and as a 
possibility. Therefore, I label the class 1 as Uncertain Europe.  
The third class contains 155 selected words, 14% of the retained ECUs. 
The textbook published in the 1980s (Liber) is tagged to class 3. In 
addition, it appears in the civics textbooks. 
Pillar, member country, area, decision, enterprise, labour market, 
citizen, culture, northern, pension, study, safety and border control are 
typical vocabulary of class 3. As the characteristic vocabulary illustrates, 
main policy areas of the EU are under discussion. However, the approach 
is not institutional (cf. Class 4), but the European integration is regarded 
from the citizens’ viewpoint. 
The Europe without borders means that people are free to live, study, 
work, start business or live in a retiremrnt anywhere they want. 
(Gleerups, 1996, p. 266) (χ2 = 19) 
As expressed in the above ECU, the European integration is seen as an 
enabler of people’s free movement. The focus is not on the economic 
standpoints, but on the social aspects. As the following ECU puts it, 
improving living standards and working conditions are regarded as the 
primary aims of the European integration. 
Is protection better in Europe? Within the EU, delegates often speak 
about the social dimension referring to Article 117–118 of the Treaty of 
Rome. It says that the member states must promote the improvement 
of workers' working conditions and living standards, thereby 
making it possible to harmonize these conditions at a higher level. 
(Bonniers, 2004b, p. 238) (χ2 = 24) 
Class 3 introduces the topic of European social dimension. Moreover, the 
cooperation within the areas of culture, education, employment and 
environment are brought into spotlight. The Nordic cooperation is 
portrayed positively as a pioneer of this kind of cooperative activity.  
The Nordic countries are all parliamentary democracies, and we 
share similar views on legal, social and religious issues. By the 
Helsinki Agreement, 1962, the Nordic countries undertook to maintain 
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and develop cooperation in the legal, cultural, social, economic 
questions as well as in the questions of traffic and environment. (Liber, 
1986, p. 212) (χ2 = 34) 
The European integration appears as member states’ cooperation in 
different areas, involving e.g. employment, environment and education. 
In this sense, class 3 aims to describe Europe, not only as a mere 
economic power, but also as an actor with wider ambitions aimed at 
influencing the lives of the European people. Therefore I name class 3 
citizens’ Europe.  
The fourth class includes 162 of selected words, 15% of the retained 
ECUs. Class 4 is opposed to previous classes Uncertain Europe and 
Citizens’ Europe although they all start from the same branch and are 
opposed to the rest of the classes (2, 5).  
Class 4 appears most often in civics textbooks. Among the most 
characteristic words are Council of Ministers, Commission, Council, 
proposal, parliament, European Parliament, top meeting, decision, 
Brussels and chairmanship. The vocabulary is associated with the themes 
of European institutions and institutional decision-making, as the below 
ECU indicates. 
The Council of the European Union, also called as the Council of 
Ministers or the Council, is the decision-making body of the EU. 
Coreper is a bureau directly under the Council of Ministers. It consists 
of the EC member states' ambassadors and represents each country's 
government between ministerial meetings. They deal with the 
Commission's proposal and prepare the decision of the Council of 
Ministers. (Bonniers, 2004a, p. 153) (χ2 = 74) 
Like in the books of the other countries, the European integration is 
viewed as technical functioning of institutions in Brussels and Strasbourg 
rather than as a political or cultural activity affecting citizens’ lives (cf. 
citizens’ Europe above). Thus, I label class 4 as institutional EU. 
The second class includes 202 selected words, 27% of the retained 
ECUs. Class 2 is strongly associated with the history textbooks. France, 
world war, war, Germany, peace, West Germany, de Gaulle, Italy, Great 
Britain, Belgium, Monnet, non-alliance, Coal and Steel Union and 
military characterise the typical vocabulary of class 2. 
In the period just after World War II the longing for a lasting peace 
was the main driving force behind the European cooperation. The 
first step toward today's European Union was taken in the early 1950s. 
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In May 9, 1950, French Foreign Minister Robert Schuman presented a 
proposal, the Schuman Plan, of how the French and German coal and 
steel industries could be placed under joint control. (Gleerups, 1996, p. 
266) (χ2 = 77) 
As the above ECU declares, vision of peace was the major force driving 
the European integration in the 1950s. Other motives such as improving 
trade and living standards are described as secondary reasons. 
A focus on the terminology of war and peace is essential within class 
2. In this context, Europe appears as a battlefield of big countries. On the 
one hand, there are tensions between European powers France and 
Britain, but on the other hand, post war conflicts between the two world 
superpowers, the United States and the Soviet Union, are portrayed as 
military threats for Europe. Moreover, class 2 brings up the Swedish 
stance on the conflicts, which is tied to long-lasting history of neutrality 
as demonstrates the following ECU. 
Sweden made its own decision on the components of peacetime 
policy of neutrality. The core was comprised of the political will to 
remain outside military alliances, freedom of alliances, precisely 
because the two superpowers during the Cold War, the United States 
and the Soviet Union, would rely on to Sweden not take a position 
during a superpower conflict. (Gleerups, 2004, p. 452) (χ2 = 40) 
Due to the use of war and peace related terminology, I label class 2 as 
peaceful Europe. 
The fifth class is the smallest class containing 126 selected words, 11% 
of the ECUs. Class 5 is closest to the class peaceful Europe. They start 
from the same branch and are opposed to the rest of the classes.  
Class 5 appears often in the textbooks published in the 1980s and in 
the 1990s. Among the characteristic vocabulary are Norway, Island, 
Finland, Denmark, Austria, EC, EEC, Treaty of Rome, Euratom, EFTA, 
Maastricht, Single Act and market. The vocabulary is attached to 
different stages of the European integration process. 
The Maastricht Treaty includes a change to the Treaty of Rome and 
Single European Act, and the purpose is to create a European Union, 
EU. This Union would rest on three pillars. (Gleerups, 1996, p. 268) 
(χ2 = 42) 
As demonstrated in the above ECU, all major stages, such as foundation 
of the EEC, the Euratom, the EC and the European Union and signing of 
the Treaties are discussed here. As the typical vocabulary of the class 
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suggests, one major stage stands out from the rest. The creation of EFTA, 
European Free Trade Association, is portrayed as an alternative for the 
European states that were not members of the EC.  
EFTA, European Free Trade Association, was formed in 1960 by 
Sweden, Norway, Denmark, Great Britain, Switzerland and Austria. 
Soon after its start, Finland and Iceland also joined. Finns, however, 
only associated. In 1973, Britain and Denmark left the EFTA and joined 
the EC. (Liber, 1986, p. 128) (χ2 = 76) 
Since class 5 is centered around the major stages of the European 
integration, its development and its treaties, I name it European stages.  
To conclude, textbooks of different years seem not to be attached 
strongly to different classes. However, some variations occur. While 
textbooks published in the 1980s and in the 1990s are attached to the 
class of European stages, the book from the 1980s is also tagged to the 
class citizens Europe. Instead, currently used textbooks are more 
concerned with the class Uncertain Europe. 
As demonstrated in Figure 9, the major opposition in the Swedish 
textbooks is between classes 1, 3, 4 and classes 2 and 5. The first major 
cluster is more concerned with the current European Union. It appears as 
a functional and influential actor of which future remains obscure. In 
contrast, the second major cluster is more attached to the historical roots 
and developments of the European integration process. Whereas the 
former cluster is more connected to the present, the latter is rooted in the 
past idea of peaceful Europe. 
To conclude the discussion on the European integration in the 
Swedish textbooks, five major classes appeared: Uncertain Europe, 
Citizens Europe, Institutional EU, Peaceful Europe and European stages. 
On the basis of the dendrogram, there seems to be a more concrete and 
present-oriented way and a more ideological and past-oriented way to 
talk about the European integration. My next step is to examine more 
closely how the European discourse is formed and structured. 
7.5.2 Formation of the EU Representation 
The Swedish textbooks have a relatively consistent way of discussing the 
European integration even though the number of pages devoted to the 
topic varies between the books. The attitude, though not entirely 
negative, is rather dubious. While the history of the integration process is 
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regarded through a positive lens, the establishment of the EU and, in 
particular, the recent developments are seen more critically. 
The main categories found in the theory-driven content analysis are 
problematic EU, peaceful EU, unreliable EU and more responsible EU. 
The main categories as well as their subcategories are discussed below.  
Problematic EU 
The most typical evaluative discussion in the Swedish textbooks is 
attached to the problematic and uncertain nature of the European 
integration. This discussion reflects the class uncertain Europe obtained 
from the statistical analysis of the vocabulary (see contents of the EU 
representation). Most of all, the uncertainty is anchored to the future 
(Bonniers, 2004a; Bonniers, 2004b; Gleerups, 1996; Gleerups, 2004; 
Gleerups, 2005; Studentlitteratur, 2004), as the following quotes from the 
current Swedish textbooks indicate. 
One can say that the EU's goals and problems are the same. 
(Studentlitteratur, 2004, p. 129) 
During these developments, there have been tensions between 
different perspectives on the future of Europe. (Gleerups, 2005, p. 
460)  
The EU’s future appears as something troubling that needs to be 
familiarized. In this context the EU is anchored to the debate on the 
European money, to competing models of the EU’s future, to the 
enlargement, and to the debate on the future of Swedish political 
neutrality. 
 Particularly, the European Monetary Union (EMU) (subcategory) is 
characterised by uncertainty. All current Swedish textbooks express both 
positive and negative arguments for Swedish EMU-membership.  In 
other words, the attitude towards the EMU and the euro is not entirely 
negative but rather ambiguous and cautious. 
The main disadvantage of the EMU is that the individual countries 
lose the power over monetary policy. (Gleerups, 2004, p. 179) 
As expressed in the above quote, the loss of monetary policy 
independence is regarded as the major disadvantage of the EMU 
membership. Moreover, asymmetric shocks are regarded as a potential 
risk of the EMU, so is the undemocratic decision making. Although a 
variety of arguments are used against EMU, contrary to the euro-debate 
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in the British textbooks (see section 7.2.2), the question of national 
sovereignty is not brought up in the Swedish textbooks. The EMU is also 
described in positive terms as we can see in the following exemplary 
quote. 
It is often argued in the debate that the EMU, like the EU, in its 
essence, is a political and not an economic project. The aim is to 
preserve peace in Europe. In this respect, the EU, the EMU and their 
predecessors have succeeded: since the Second World War, Central 
Europe has witnessed the longest period of peace so far in its thousand-
year history. (Gleerups, 2004, pp. 180–181) 
The text on the EMU/the euro is not only evaluative, but it is also given 
relatively much space. In addition, a picture of euro notes and coins is the 
most typical picture in the current Swedish textbooks. Therefore, a rather 
sceptical attitude towards the future European integration process is 
concretised in the EMU-debate.  
The EMU-debate and the question of EU’s future are also attached to 
the debate between federalist and their opponents (subcategory): between 
those who support more supranational decision-making and those who 
prefer intergovernmental cooperation (Gleerups, 1996; Gleerups, 2004; 
Gleerups, 2005; Bonniers, 2004b). 
One of the major clashes of opinion in the debate on the future of 
Europe is between those who want to preserve and further develop the 
EU's intergovernmental cooperation and those who argue for a more 
supranational cooperation, and would ultimatelly, create a political 
federation with a government and a parliament directly responsible to 
the people. (Gleerups, 2004, p. 181) 
As demonstrated in the above quote, debate on the future characterises 
the current state of the European integration. It implies divisions and 
tensions between the member states and creates negative and uncertain 
feelings of the future.  
The 21st century enlargement (subcategory) is another topic that is 
portrayed as problematic. The attitude towards the enlargement is 
unenthusiastic. The costs of enlargement, xenophobic attitudes in the old 
member countries and the complicated decision-making process are 
mentioned as arguments against the further enlargement. As 
demonstrated below, the free movement from the poorer and 
undeveloped eastern European countries is seen as threatening. 
One of the core problems of the enlargement is precisely the freedom of 
movement within the EU. Many of the old EU countries are afraid of 
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an "invasion of the unemployed" from the new and less developed 
countries. (Bonniers, 2004a, p. 161) 
The ambiguous attitude towards the enlargement is also brought up in the 
chapter “Needed Labour Immigration or “Social Tourism” from the New 
EU-Countries?” (Behövlig arbetskraftsinvandring eller “social turism” 
från de nya EU-länderna?) (Gleerups, 2004, p. 184) dealing with the 
consequences of open frontiers. The metaphorisation of the EU 
enlargement to “social tourism” or “invasion of unemployed” reinforces 
the skeptical image. Moreover, illegal immigrants, drug smugglers and 
transnational organized crime are seen as consequences of open borders 
(Gleerups, 2004, p. 174). The images of poor and undeveloped new 
member countries construct a negative image of the European 
integration.  
Neutrality (subcategory) is another theme that has a problematic 
nature. When Sweden became a member state of the EU in 1995, it had 
to give up the political and military neutrality and accept the common 
goals of Union’s Common Foreign and Security Policy (CFSP). The 
Swedish attachment to neutrality is also demonstrated in chapters’ 
headings such as “Neutrality and European Identity” (alliansfrihet och 
europeisk identitet) (Gleerups, 1996, p. 275; Gleerups, 2004, p. 452), 
“Silenced Neutrality” (nedtonad neutralitet) (Gleerups, 2004, p. 453) and 
“Can We Keep Our Neutrality?” (kan vi behålla neutraliteten?) 
(Bonniers, 2004b, p. 408). As the following quote expresses, the EU 
membership is portrayed as incompatible with the long tradition of 
neutrality policy. 
Until the 1980s Sweden rejected the Swedish membership in the EU, 
because it was considered incompatible with the Swedish policy of 
neutrality. (Gleerups, 1996, p. 274) 
The European integration is seen to create a challenge for the neutrality 
as the EU forges a common security cooperation–a common security 
identity. The European security policy appears to be a somewhat 
menacing topic in the Swedish textbooks and, thus, constructs an image 
of problematic European Union.  
Peaceful EU 
As we have seen above, the EU’s future is described as problematic and 
uncertain in the Swedish textbooks. However, opposingly, the early years 
of the European integration process until the beginning of the 1990s, are 
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portrayed in a more favorable light. As we have seen in the previous 
section (Contents of the EU Representation), the European integration 
process is anchored to peace, as the following quote demonstrates. 
This was the first step in what is now called the EU, with peace as its 
primary goal. (Studentlitteratur, 2004, p. 126) 
In all Swedish textbooks, peace is regarded as the original motive behind 
the European integration. However, as expressed in the following quote, 
the cooperation was soon driven by other factors than just peace itself.  
As peace was assured, the economy and prosperity came to play an 
increasing role in the co-operation. (Gleerups, 1996, p. 266) 
The EC/EU is portrayed as the motor of European economic and political 
progress. Particularly, the Franco-German cooperation (Bonniers, 2004b; 
Gleerups, 1996; Gleerups, 2005) is mentioned as the driving force behind 
the European success story. In contrast, Great Britain is portrayed as the 
black sheep of the European family (Bonniers, 2004b, p. 397). 
Although the discussion of economic success appears in the Swedish 
textbooks, the European Union is not portrayed as an economic power as 
strongly as for instance in the French, German or British textbooks. 
Instead, the emphasis lies on the success of peaceful cooperation. 
Unreliable EU 
The most negative images of the European integration appear to be built 
on a sense of distrust. The distrust is attached mainly to the democratic 
deficit, to the lack of transparency and to the suspicion of corruption 
(subcategories). 
Some of the Swedish textbooks (Bonniers, 2004b; Gleerups, 2004) 
regard the European Parliament as weak and inconsequential institution 
compared to the European Commission, which is not directly elected by 
citizens, as the following quote demonstrates.   
Parliament cannot make proposals, but it is only the Commission which 
can. Many people believe that this is truly a democratic problem 
because, of all the EU institutions, it is only the Parliament, which is 
directly elected by the people. (Gleerups, 2004, p. 172) 
Even though some textbooks (Bonniers, 2004a; Gleerups, 2004; 
Gleerups, 1996) mention that the European Parliament has gained more 
power recently, the idea of democratic deficit is implied.  
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Moreover, the low participation rates in the European elections 
reflect the idea of EU’s democratic deficit. The low turnout is described 
as an alarming phenomenon (Bonniers, 2004a), as the below quote 
indicates.  
The low voter turnout created concern among politicians, and the 
debate in the media. (Bonniers, 2004a, p. 156.) 
The low voting rate is seen to undermine the credibility of the Union in 
the eyes of its citizens. Low participation is not seen as a temporary trend 
but as a permanent phenomenon. The citizens’ low interest concerning 
the European project is demonstrated in the chapters “Credibility Crisis 
for EU Policy” (Förtroendekris för EU-politiken) (Bonniers, 2004a, p. 
156) and “Referendums” (folkomröstningar) (Bonniers, 2004b, p. 400). 
The crisis of credibility, of which the EU seems to suffer due to the low 
interest of the citizens and the perceived democracy deficit, seems to 
reflect the cautious attitude towards the European project. 
The suspicion of corruption is another theme that manifests the crisis 
of credibility and the sense of distrust in two Swedish textbooks 
(Bonniers 2004a; Bonniers 2004b). Much of this criticism is aimed at 
and personified in the former Santer Commission that was forced to 
resign because its several members were blamed for fraud as the below 
quotes demonstrate.  
Financial cheats among some of Santer's own commissioners. 
(Bonniers, 2004a, p. 159.) 
Approx. 40 billion have no acceptable accounting. (Bonniers, 2004a, 
p. 159.) 
Furthermore, chapters “Cheating in the EU” (Fusket inom EU) 
(Bonniers, 2004a, p. 159) and “OLAF-EU’s Anti-Fraud Office” (OLAF-
EU:s bedrägerienhet) (Bonniers, 2004b, p. 401) describe the activities of 
the European anti-fraud office (OLAF), and at the same time, reinforce 
an image of unreliable European Union.  
Moreover, the EU is criticised of the lack of transparency and 
openness to public scrutiny (Bonniers, 2004a; Studentlitteratur, 2004) as 
the following quote clarifies.  
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Sweden believes that transparency in the EU towards its citizens is 
a must, in other words, more documents should be public. This is 
something that not all countries have agreed with, but that is now being 
done. (Studentlitteratur, 2004, p. 130) 
The democratic principles of openness and transparency are regarded as 
important values by the Swedish. As demonstrated in the following 
quote, these values are not always supported by the EU, but on the 
contrary, the EU hinders rather than promotes the fulfillment of these 
principles. 
The EU cannot formally force Sweden to get rid of the principle of 
free access to public records, but they can force us to broaden the 
concept of privacy. (Bonniers, 2004a, p. 143) 
Here the national and European expectations do not meet. This, like the 
whole discourse of unreliable EU, evokes negative feelings and creates 
sceptical image of the European project. 
More Responsible EU 
As we have seen in the previous section (Contents of the EU 
Representation), the class Citizens’ Europe described Europe as an actor 
in such areas as employment and environment. Compared to the 
textbooks of other countries of the study, themes of European social and 
environmental cooperation are promoted more strongly in Swedish 
textbooks. Thus, the European integration is anchored to the areas of 
social and environmental policy.  
Environment (subcategory) appears as an important issue in three 
Swedish textbooks (Bonniers, 2004a; Bonniers, 2004b; Studentlitteratur, 
2004).  
After its entrance, Sweden has made itself visible especially in two 
questions. – – The second issue deals with environmental 
requirements and animal transports, which in Sweden are tightly 
regulated. (Studentlitteratur, 2004, p. 130) 
As demonstrated above, Swedish role in environmental protection is 
emphasized. However, economic and administrative standpoints often 
stand in the way of deeper cooperation. This also concerns the common 
social policy. As the following quote illustrates, in addition to trade, the 
need for a social dimension is brought up.  
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Economic growth and competitiveness in Europe must continue to be 
combined with social cohesion, solidarity and justice. (Bonniers, 
2004a, p. 27) 
Nevertheless, according to textbooks, the cooperation in this area is not 
sufficient.  
There exists no harmonization of social policy (Bonniers, 2004b, p. 
238) 
Instead, the EU is expected to take a more active and responsible role in 
these policy areas to emphasize a human dimension of the European 
project. The lack of cooperation in the areas of social and environmental 
policies is seen as a weakness. However, the discourse of more 
responsible European integration creates a positive image of the 
European integration.  
Taken all together, the European project is foremost anchored to ideas of 
peace. Nevertheless, particularly the recent developments and EU’s 
future are portrayed as uncertain and problematic through the 
associations with the EMU, Swedish neutrality policy and the EU 
enlargement, which all are categories that somehow challenge and even 
threaten traditional Swedish policy. Also, the discourse about unreliable 
EU reinforces the critical image of the integration process by 
objectifying the distrust in frauds and in citizens’ low interest in the EU. 
On the other hand, some Swedish textbooks create a new, more 
responsible image of the European Union by anchoring it to such policy 
areas as the environment and social policy.  
7.5.3 Visual Image of the EU Representation 
Text plays a major role in Swedish textbooks, although more visual 
illustrations are included in the current textbooks. As shown in the 
summary of visual illustrations in the Swedish textbooks (Table 11), 
photographs are the most typical type of illustration.  
.  
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Table 11. The number of various illustrations in one Swedish textbook 
from the 1980s, one from the 1990s and in five books from the 2000s 
Type of illustration 1980s 1990s 2000s Total 
Total number of pages in textbooks 8 14 94 116 
Pictures   42 42 
Maps  1 8 9 
Diagrams  2 11 13 
Caricatures    0 
Drawings and posters   7 7 
Tables 1  8 9 
Total of illustrations 1 3 76 80 
 
The dominant image constructed through the visual illustrations is that of 
institutional European Union. The textbooks often include pictures of 
member states’ leaders (8 images). These are often official group pictures 
from top-meetings, but there are also several pictures of European 
leaders from more informal occasions like in the following example 
(Image 22).  
 
 
In this picture European leaders are walking in the garden. They seem to 
have a clear direction (walking in a straight line) and vision (Romano 
Prodi’s position of hands). In these pictures the EU appears as a circle of 
European leaders–as an elite-driven project. Besides the photographs of 
European leaders, the Swedish textbooks do not present many pictures of 
national leaders in the European context; in other words the Swedish 
national icons are basically missing from the Swedish textbooks. 
Following from the lack of interaction between national and European 
elements, the EU is objectified in a group of political elite. 
Image 22. (Bonniers, 2004a, p. 153) 
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In addition to the group pictures of European leaders, the Swedish 
textbooks contain several pictures (6 images) of European headquarters.   
 
 
The photographs of massive buildings construct an image of institutional 
and complex European Union. As in Finnish textbooks, the complexity 
of the European Union is also brought up in diagrams illustrating 
European decision-making (4 images) and in drawings of the European 
pillar structure (2 images), as the following Image 24 illustrates.  
Image 23. (Bonniers, 2004a, p. 152) 
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The pillar structure associates to an ancient Greek temple and constructs 
an image of solid and strong European Union. However, visualising the 
European integration in such a dry manner as a complex institution 
maintains a distance between the reader and the subject. As a 
consequence the creation of positive image of Europe is prevented. 
Overall, using a group of leaders, headquarter buildings or dry diagrams 
as objectifications of the Union, reinforces an image of an elite-driven 
institution, distant from its citizens.  
However, the most negative illustrations go even further by 
constructing an image of underdeveloped European project as the 
following Image 25 illustrates.  
Image 24. (Bonniers, 2004a, p. 150) 
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As the caption (agriculture policy is one of the most sensitive questions 
in the EU) of the photograph reveals, the picture of a cow is chosen to 
illustrate the backward agricultural policy of Europe. Moreover, 
underdeveloped European Union is visualised in a picture representing a 
Polish farmer ploughing field with his oxen (almost same picture in one 
Finnish textbook, section 7.4.3). These objectifications make the gap 
between the old, richer member countries and the new, underdeveloped 
eastern member states concrete, almost touchable. 
The underdeveloped European Union is also visualised in a 
photograph of a Portuguese boy playing football on a street in Lisbon.  
 
Image 25. (Studentlitteratur, p. 128) 
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The boy in the above Image 26 looks rather poor and the environment 
backward. The photograph appears in the context of the EMU-debate. 
Why this kind of a picture is chosen to represent the euro-countries? The 
text on the same page deals with the pros and cons of the EMU-
membership. One disadvantage of the EMU is that economic shocks in 
one country would affect all member states. Thus, as it consists of 
members from different backgrounds, like Portugal, the textbook embeds 
a covert message of unstable and unpredicted European monetary 
cooperation and maintains a sceptical view towards the EU. The dangers 
of the EMU are made very clear through the picture of a poor-looking 
boy and environment.   
Another photograph which has clearly a text-independent function, is 
a picture representing strawberries.  
Image 26. (Gleerups, 2004, p. 181) 
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In the above Image 27, a man measures the size of strawberries. The 
caption text says: “How big should a strawberry be to be called a 
strawberry–that is a question!” The use of strawberries as an 
objectification makes the difficult EU regulations concrete and tangible. 
Thus, the picture transmits an image of ridiculous regulations imposed by 
the EU and creates negative feelings towards the European project. 
In addition to pictures, the Swedish textbooks also contain quite 
many tables and diagrams. Often tables are aimed to illustrate the 
distribution of power between the member states (4 images), the EU’s 
budget (2 images) or results of European elections (3 images). Thus the 
use of graphs or tables is rarely objective and without an intended 
meaning.  
Image 27. (Bonniers, 2004b, p. 399) 
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The above table shows the net contributors and net receivers of the EU. 
Tables and graphs often concern money and in that way, they may 
construct an image of an expensive European project. This image is also 
supported in the chapter heading “How Much Did the Party Cost” (Vad 
kostade kalaset?) (Bonniers, 2004b, p. 403) dealing with the high costs of 
the EU presidency for Sweden.  
Unlike in the textbooks of many of the other countries (e.g. Finland 
and France), maps do not play a central role and no caricatures are 
presented in the Swedish pages.  
Overall, the Swedish textbooks transmit an image of institutional Europe 
by objectifying it to groups of leaders, headquarter buildings and dry 
diagrams concerning decision-making. This image maintains a distance 
between the reader and the object: the European integration is seen as a 
complex, elite-driven project which does not concern its citizens. Some 
pictures aim to visualise Europe clearly in a negative light by 
representing it as underdeveloped, unpredictable and ridiculous through 
the use of tangible objectifications. The critical view also prevails in the 
use of tables and graphs and, therefore, one could conclude that the 
European integration is not concretised in positive images but is 
portrayed as a contradictory phenomenon fostering more negative than 
positive attitudes towards the European project. 
  
Image 28. (Bonniers, 2004a, p. 158) 
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7.5.4 Transformation of the EU Representation 
The next step in the analysis is to examine the images of the European 
integration in their historical context. However, as the data from the 
earlier years is limited, consisting of one book from both the 1980s and 
the 1990s, the results are only suggestive.  
One reason for the limited amount of data arises from the fact that 
not much space is devoted to the topic in the older textbooks. More 
recently published textbooks discuss it more extensively. This, of course, 
is due to the fact that Sweden joined the European Union in 1995 and 
since then, the EU has become a part of everyday public discourse in 
Sweden.   
The statistical analysis of textual data demonstrated some slight 
differences between the textbooks published in different decades. 
Particularly, the class Uncertain Europe appeared often in the currently 
used textbooks. Instead, the class European stages and the class Citizens’ 
Europe appeared somewhat more often in the older books. 
 Since the 1960s Sweden has been a member of the European Free 
Trade Association (EFTA). The EC membership was not an option for 
Sweden before the end of the Cold War which was primarily justified by 
Sweden’s concern about the maintenance of credible neutrality policy 
(e.g. Agius, 2006). The participation in the EFTA also appears in the 
textbook from the 1980s. The EFTA is brought up alongside the EC. 
However, these institutions are discussed only very briefly. More space 
is dedicated to the Nordic cooperation. The Nordic Council and the 
Nordic Council of Ministers are presented as the major organs, and 
cooperation in the areas of culture, industry, environmental protection 
and social security are discussed in detail. Thus, in the 1980s, 
international cooperation is anchored to the Nordic cooperation. 
Sweden joined the European Union on 1 January 1995, at the same 
time with Finland and Austria. The margin of victory at referendum held 
in 1994 was small, 52.3% of the population voted for joining the union. 
Also, in the following years the anti-EU sentiment ran fairly high in 
Sweden (e.g. Eurobarometer 57 Sweden, 2002). The textbook published 
in the 1990s reflects its time when it discusses the effects of the Single 
European Act and the Maastricht Treaty. The European developments 
are seen in a favorable light, although some member states’ 
disagreements about the future integration are mentioned. The future of 
Swedish neutrality policy is another issue which is portrayed as a 
question mark in the textbook. To conclude, the discussion on the 
  
 
279 
European integration is centred around the establishment and functioning 
of the European Union which is looked at with open eyes despite some 
national concerns about the EU membership.   
In particular, Swedish participation in the European monetary union 
(EMU) has dominated the European debate in Sweden for the last ten 
years. In 1997, despite the fact that Sweden fulfilled the convergence 
criteria for participation in the EMU, the Swedish parliament decided to 
remain outside. At the referendum in 2003, the Swedish people rejected 
participation, with 56 per cent voting against and 42 per cent for. 
(Swedish Government, EMU and euro, 2010). During the first years of 
this decade, the Swedes have turned out to be among the most critical 
members of the EU (e.g. Eurobarometer 61 Sweden, 2004). This sceptic 
atmosphere is consistent with textbooks’ ambivalent attitude towards the 
EU. As I have demonstrated in the previous chapters, the EU’s future is 
characterised by uncertainty. The new European level changes, such as 
the EMU, the eastern enlargement, the establishment of Common 
Foreign and Security Policy and the new European Constitution, are 
portrayed as problematic. In that sense, textbooks reflect the ambivalent 
atmosphere of the current public debate in Sweden. While the idea of 
peace is seen as a main factor behind the original European cooperation, 
the sense of suspicion seems to be a part of the current and the future 
European integration process. It seems that the formation of the 
representation of the European integration is still in progress in Swedish 
textbooks. 
7.5.5 Conclusions: SCEPTICAL EU 
a giant political project which holds both threats and 
promises (Gleerups, 2005, p. 460). 
As the above quote demonstrates, the European integration process is 
portrayed both as a threat and as an opportunity. The integration is 
characterised as an opportunity to maintain the peaceful development and 
progress in Europe. However, as shown in the previous chapters, the 
textbooks published in the early 2000s, in particular, describe the EU’s 
future as uncertain and problematic. Therefore, one could assume that the 
textbooks have difficulties to follow and adapt to the constant changes in 
Europe. As a consequence, the European integration process is perceived 
as something uncertain and troubling. What is unfamiliar is perceived as 
threatening. In other words, it seems that the social representation of the 
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European integration, in particular of current and future Europe, has not 
yet been fully formed in the Swedish textbooks.  
On the other hand, it seems that the suspicion does not only 
characterise the future, but is also in the very core of the current 
European integration process. This was demonstrated above in the 
discourse of unreliable European integration, which objectified the 
European integration as democratic deficit and corruption. Therefore, it 
seems that suspicion does not only function at a stage of formation of 
new representations, but is a part of a fully formed representation. Thus, 
the phenomenon is familiar although it is not trusted (cf. Huotilainen, 
2005).  
If we only look at contents of the representation, we can find many 
similarities between Swedish and Finnish representations (e.g. discourses 
of problematic and successful EU). Nevertheless, as Abric (2003) says, it 
is not enough to know the contents of the representation since two 
different representations may be alike in their content but may still have 
very different meanings. Following Abric’s assumption, we must, 
therefore, try to identify the central core of the representation. In the light 
of the Swedish textbook material, it seems that it is, indeed, the 
uncertainty, or the suspicion, which underpins the main representations 
and gives the meaning for the whole representation (symbolic value). 
Moreover, it is associated with most constituents of the representation 
(associative value) and expressed in the discourses concerning the 
European integration (expressive value). Therefore, I label the core of 
Swedish EU representation as Sceptic. 
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Figure 10. The structure of the Swedish textbooks’EU representation 
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The sceptic core describes mainly the representation of the European 
integration in the current textbooks due to the fact that the European 
integration is discussed quite briefly in the older textbooks. However, as 
we have seen previously in the historical analysis of the textbooks, the 
anchorings of the European integration varied along the years: while the 
textbook from the 1980s anchored international cooperation to the 
Nordic cooperation and the EFTA cooperation, the establishment of the 
European Union dominated in the textbook from the 1990s. In the 
currently used textbooks the European integration was attached more to 
the current European developments, such as to the EMU, the eastern 
enlargement, the Schengen agreement and the CFSP. In all the textbooks, 
the image of the European integration is rather institutional. This was 
also illustrated above in the analysis of the visual image of Europe. It 
seems that Europe is mainly objectified in the institutional form, whereas 
the national icons of Europe, e.g. pictures of Swedish leaders in Europe, 
were quite rare in the data.  
As illustrated in Figure 10, the core of the sceptic European 
integration does not explain very well the discourse of the successful 
European integration, mainly anchored to the idea of peace. Peace is an 
anchoring point, particularly for the original European cooperation. 
However, it seems that it is not a sufficient anchor for the current and 
future European integration. Instead, new anchors are provided. The 
European Monetary Union (EMU) is obviously one anchoring point for 
the current development but since the Swedish hesitant attitude to the 
EMU, it is portrayed as ambiguous and therefore, serves an anchor for 
controversial images of Europe. On the other hand, as the representation 
more responsible EU suggests, the EU is also anchored to the areas of 
social and environmental cooperation. This may reflect the Swedish hope 
for supplementing EU with a stronger social and democratic dimension, 
which has its roots in the Swedish social model (folkhemmet) (e.g. 
Gould, 1999). As Stråth (1993) has suggested the EU was considered as 
conservative, catholic and capitalist by the Swedes who had traditionally 
been great supporters of the social democratic welfare model. 
Also, other themes in the Swedish textbooks reflect the national 
interests such as Swedish demand for a greater openness in the European 
Union. Unlike in the textbooks of the other EU countries, the themes of 
transparency and public scrutiny seem to be particularly important for the 
Swedes, which might be explained by the fact that the access to official 
documents is stated in the Swedish accession agreement as a 
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fundamental principle of Sweden's constitutional, political and cultural 
heritage (The campaign for freedom of information, 1996). 
As in the textbooks of the other EU countries, the national state 
seems to provide the main anchor for the European integration. The 
social representation of the European integration reflects the national 
identity of the Swedes. Thus, social representations and identity seem to 
define each other (see also Wagner & Hayes, 2005, p. 311).  
To conclude, it seems that the textbooks aim to create an objective 
image of the European integration, but the choice of some issues over 
others constructs a more or less critical image of the European 
integration. As I have demonstrated above, discussion on such issues as 
the democratic deficit, the disadvantages of enlargement and fraud in the 
EU, among other things, constructs a sceptic attitude towards the 
European project. As the quote in the beginning of this section suggests, 
the European integration in Sweden is often characterised as two sides of 
the same coin. In that sense, the form of communication resembles that 
of diffusion.  
7.6 FRANCO-GERMAN TEXTBOOK 
The first volume of the common Franco-German textbook was published 
in 2006 by Editions Nathan in France and by Ernst Klett in Germany. 
The book is the first jointly written history textbook. Since it is also seen 
as a model for a common European history textbook, it makes an 
interesting point of comparison to the nationally developed textbooks. 
The book covers the post war European history and is thus within the 
scope of this study. 
At the first glance, the contents as well as the format, largely 
resemble the French history textbooks. Equal importance is given to both 
countries, France and Germany, instead of just one. Moreover, the book 
seems to include some topics, which are missing from the French 
textbooks and vice versa, like decolonisation and the Algerian war from 
German textbooks and the division of Germany and its re-unification in 
French textbooks. Especially, the use of multiple illustrations, documents 
and exercises come closer to the French history textbooks than the 
German textbooks, which are usually dominated by the text. The total 
amount of transcribed text, excluding all visual material, was 55 pages. 
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In the following sections I will explore the image of the European 
integration in the Franco-German textbook. The presentation follows the 
same structure as in the previous chapters.  
  
7.6.1 Contents of the EU Representation 
To explore what is written on the European integration the Franco-
German textbook was first submitted to a statistical analysis of textual 
data (ALCESTE). The total number of elementary context units (ECUs) 
was 426, of which 78.4% were analyzed and 21.6% eliminated.  
The dendrogram of classes obtained from hierarchical analysis is 
comprised of four classes.  
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The first class contains 94 selected words, 31% of the retained ECUs. 
Among the most characteristic words are Turkey, membership, 
enlargement, debate, Merkel, deepening and European identity. The 
vocabulary is related to future enlargement, Turkey’s membership and to 
European borders. 
Figure 11. Dendrogram of the Franco-German classes 
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L’élargissement pose bien sûr la question des limites de l’Europe: 
Jusqu’à où l’UE peut ou doit elle s’étendre ? Les débats sur l’identité 
européenne ou non de la Turquie divisent aujourd’hui l’opinion 
publique et la classe politique dans les pays membres de l’UE. 
(Nathan/Klett, 2006, p. 148) (χ2 = 32)  
As the above ECU expresses, the questions of European identity and 
European borders are attached to Turkey’s EU membership. Turkey is 
not portrayed as a part of Europe, but as an outsider and in fact, the 
European borders as well as its identity, are built against Turkey, much 
in the same tone as in the times of the Ottoman Empire (e.g. Delanty, 
1995). 
L’identité européenne est aujourd’hui plus que jamais au cœur des 
débats, d’abord parce que l’élargissement de l’Union européenne 
pose la question des limites de l’Europe, de sa définition même. 
(Nathan/Klett, 2006, p. 164) (χ2 = 15) 
As the above ECU indicates, together with the future enlargement of the 
EU, European identity is the dominant theme of class 1. Since debate 
portrays both of these interrelated themes, I name class 1 European 
borders.  
The third class contains 77 selected words, 21% of the retained ECUs. 
The class is closest to the class European borders, starting from the same 
branch. Right, value, liberty, respect, human rights, culture, continent, 
democracy, western and fundamental are typical vocabulary of class 3.  
C’est en Europe que nous continuons de voir les valeurs–patrie, 
liberté et droits de l’homme–et nous continuons à nous identifier 
résolument à cette Europe. (Nathan/Klett, 2006, p. 141) (χ2 = 18) 
As the above ECU illustrates, Europe appears as a value community, 
which forms the basis for identity. These values emerge as characteristics 
of the western world. Class 3 is thus labeled as European values. 
The second class contains 107 selected words, 9% of the retained ECUs. 
It starts from the same branch as classes 1 and 3, but is opposed to them. 
Parliament, procedure, vote, qualified majority, unanimity, 
communitarian, legislative, Council and Commission belong to the 
typical vocabulary of class 2. 
Certains veulent la faire évoluer vers une fédération, quand 
d’autres mettent l’accent sur les Etats-nations. Les procédures 
communautaires y jouent certes un rôle important, parce que les traités 
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ont accru le rôle de la commission et du parlement et le vote à la 
majorité qualifiée au conseil. (Nathan/Klett, 2006, p. 152) (χ2 = 32) 
Although the vocabulary of the class is linked to decision making and 
institutional functioning of the EU, closer look at the significant ECUs 
reveal that the discourse is not merely institutionally-oriented, but it is 
also tied to political discourse. As the above ECU demonstrates, class 2 
is linked to the debate about the institutional form of the EU. Class 2 
attempts to describe by which procedures decisions are made in the 
European Union and thus, I label it as European decisions. 
The fourth class is the largest of the four classes, containing 132 selected 
words, 39% of the retained ECUs. It is opposed to the rest of the classes. 
Among the most characteristic words are Germany, ESCS, war, 
Community, French, France, Schuman, federal, economic, United States 
and Franco-German. The vocabulary deals with the early construction of 
Europe, which is anchored to the memories of the Second World War as 
the following ECU demonstrates.  
Au-delà de sa dimension économique, la CECA constitue une 
importante étape dans le rapprochement politique et symbolique 
entre plusieurs anciens belligérants de la Seconde Guerre mondiale. 
(Nathan/Klett, 2006, p. 120) (χ2 = 17) 
In particular, the role of the two countries, Germany and France, in the 
European integration process is underlined. As the below ECU displays, 
the role played by the United States in the early European development is 
also brought out. 
Dans la contexte de la guerre froide, plusieurs projets concrets sont 
rapidement lancés. D’abord menée sous l’aile des Etats-Unis, la 
construction européenne affirme peu à peu son autonomie, en 
particulier grâce à l’axe franco-allemand et aux succès de la 
Communauté économique européenne. (Nathan/Klett, 2006, p. 112) (χ2 
= 14) 
Since the focus of class 4 is on the early construction of Europe in which 
France and Germany played a big part, I name it European construction 
as Franco-German cooperation.  
To conclude what is written on the European integration in the 
Franco-German textbook, four major classes emerged: European 
borders, European values, European decisions and European 
construction as Franco-German cooperation. The three former classes 
are more concerned with the fundamentals of the European integration, 
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such as its limits, identity, values and decision-making procedures, 
whereas the latter class is more focused on the first concrete steps in the 
European construction process.  
7.6.2 Formation of the EU Representation 
The Franco-German textbook views the topic of the European integration 
rather extensively from many perspectives. Overall, the general tone of 
the book is rather positive towards the European integration, although its 
weak points are not spared from criticism. In that sense, the book largely 
resembles the French textbooks.  
In the following I shortly present the main categories found in the 
theory-driven content analysis. The main categories are Franco-German 
motor, Barriers to EU integration, EU as an international power and EU 
as a base for European identity. These categories consist of several 
subcategories; the structure of the main categories and subcategories is 
presented in Figure 12.   
Franco-German Motor 
The European construction is related to two of its founding countries–
France and Germany. This feature emerges both in the statistical analysis 
of vocabulary (see above) and in the content analysis of the text.  
Depuis la création de la Communauté européenne du charbon et de 
l’acier en 1951, la France et l’Allemagne sont les principaux 
initiateurs de la Communauté européenne. (Nathan/Klett, 2006, p. 300) 
Although the Franco-German tandem is portrayed as a motor of the 
European construction, the book stresses its limits for action in the 
enlarging EU, and especially, against the United States in the crisis of 
Iraq. Nevertheless, these two countries are also presented as the main 
actors in the current European integration process. The European 
integration becomes anchored and objectified in the friendly relations 
between France and Germany and their statesmen. 
Barriers to EU Integration 
Despite the affirmative tone as regards the European issues in general, 
the book does not try to hide the weak points of the development. On the 
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contrary, as in the following quote, in several occasions, the book points 
out that the unanimity between the member states of the Union is still a 
distant dream. 
”mais ce projet européenne est loin de faire l’unanimité. 
(Nathan/Klett, 2006, p. 116) 
The development of the European integration process is portrayed as a 
bumpy road due to institutional problems and economic crisis, as well as 
the opponents of the process. The Gaullist party (subcategory), as well as 
its founder, former French President Charles de Gaulle, are personified 
as barriers to the European development.   
De Gaulle refuse l’adhésion du Royaume-Uni qu’il considère comme 
le cheval de Troie des Etats-Unis et un rival susceptible de contester 
son influence. (Nathan/Klett, 2006, p. 124) 
As expressed in the above and below quotes, one country that is 
personified as hostile towards the European integration is Great Britain 
(subcategory).  
Il fait l’objet (budget européen) aussi d’après débats entre les états 
membres qui, depuis le Royaume –Uni a obtenu une « ristourne » en 
1984, ont tendance à comparer ce qu’ils paient à l’UE et ce qu’elle leur 
verse. (Nathan/Klett, 2006, p. 158) 
However, compared to some French textbooks, describing Britain as an 
awkward partner in the European project is done in a more indirect 
manner; it is often mentioned in passing and expressed through 
caricatures.   
The main barrier to a further European level development is seen in 
member states’ attempts to defend their national sovereignty 
(subcategory) as the following quote demonstrates.  
Mais l’attachement à la souveraineté nationale reste grand, tant dans 
les petits pays d’Europe centrale et orientale qui viennent de se libérer 
de la tutelle soviétique, qu’en Europe occidentale où les souverainistes 
sont nombreux. (Nathan/Klett, 2006, p. 152)  
In particular, national governments are keen to maintain the principle of 
unanimity in decision-making and keep their right of veto in sensitive 
issues such as common foreign and security policy, which hinders the 
EU’s ability to influence world events.  
Thus, the member states’ sovereignty obstructs in many areas the 
development of Europe that is speaking with one voice, but instead, leads 
to Europe, where each member state may select the policies in which it 
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wants to be involved, called models of Europe à la carte or Europe of 
different speeds. 
EU as an International Power 
The most enthusiastic discourse for the European integration is built on 
Europe’s ability to serve as a potential actor in the globalizing world.   
Avec vingt-cinq états membres et plus de 455 millions d’habitants, 
l’Union européenne (UE) constitue aujourd’hui un ensemble 
imposant, qui peut rivaliser avec l’hyperpuissance américaine. 
(Nathan/Klett, 2006, p. 160)  
As expressed in the above quote, Europe is portrayed as a counterweight 
to the United States (subcategory). Thus, Europe is set against the United 
States within the discourse of international policy. The United States 
serves as a prototype to which the EU is compared to, whether the 
question is about economic or military cooperation. When it comes to 
economic cooperation, Europe can compete with the United States. 
Les multiples contentieux soumis à l’OMC montrent bien que l’UE est 
aujourd’hui le principal concurrent commercial des Etats-Unis. 
(Nathan/Klett, 2006, p. 160) 
As brought up in the following quote, the European Union is also 
portrayed in a positive light as the world’s leading development aid 
donor. 
   
Par ailleurs, l’Union européenne est le premier donateur d’aide au 
développement et elle a mis en place depuis longtemps une politique 
spécifique en faveur du Sud, avec la convention de Lomé, puis l’accord 
de Cotonou. (Nathan/Klett, 2006, p. 160) 
As in the French textbooks (see previously section 7.1), on the one hand, 
the EU is portrayed as an economic power (subcategory), but on the 
other hand, its lack of political (subcategory) and military power 
(subcategory) is criticised. 
Mener une politique commune de défense est plus difficile. L’Europe 
s’appuie d’abord sur l’OTAN où les Etats-Unis jouent un rôle 
prépondérant. (Nathan/Klett, 2006, p. 118)  
The dependency on NATO and the United States is not seen in a 
favorable light. On the contrary. The book clearly expresses the need for 
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a deeper cooperation in the area of common foreign and security policy 
(CFSP) and defence. 
Pour s’affirmer, l’Union européenne doit bâtir une défense 
européenne autonome par rapport à l’OTAN. C’est qu’elle essaie 
faire avec la PESD. Elle doit aussi donner plus de cohérence et de 
visibilité a son action : la création d’un au représentant pour PESC 
va dans ce sens. (Nathan/Klett, 2006, p. 160)  
As expressed above, not only the creation of European military forces, 
independent of NATO, would be enough, but there is also a need for a 
higher representative for the CFSP.  
Nevertheless, as the below quote demonstrates, the member states 
are not unanimous when it comes to the CFSP, but some countries are 
more loyal to NATO.  
Si elle veut s’affirmer comme un acteur autonome, l’Union 
européenne doit se doter d’une capacité militaire propre, qui lui a 
fait cruellement défaut lors de la crise yougoslave. – – Certains Etats 
membres, peu enclins à de tels efforts, restent très attaches à l’OTAN. 
(Nathan/Klett, 2006, p. 162) 
This is described as a troubling issue for the EU since, due to the 
principle of unanimity in decision-making, the CFSP may be easily 
paralysed.  
EU as a Base for European Belongingness 
As the statistical analysis indicated (section 7.6.1) the discourse on 
European identity is constructed in the Franco-German textbook. 
On the one hand, the European identity is constructed in comparison 
with outgroups. As pointed out previously, the United States is a 
reference point for the EU against which it can compare its power in the 
world. Although the EU-US relationship is characterised by competition, 
this ingroup-outgroup comparison is not described as a threatening, like 
in the case of Turkey (subcategory), as the below quote expresses.  
Une partie de l’opinion publique dans les pays membres de l’UE reste 
hostile à l’adhésion de la Turquie, notamment parce que celle-ci 
refuse de reconnaitre le génocide arménien de 1915. Avec sa 
population nombreuse, son économie en développement et son 
identité musulmane, la Turquie fait peur. Les partis de droite en 
France et l’Allemagne proposent de remplacer l’adhésion avec un 
« partenariat privilégie ».  À travers ces débats sur l’élargissement de 
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l’UE à la Turquie se pose la question de l’identité européenne. 
(Nathan/Klett, 2006, p. 150) 
Compared to the other textbooks, Turkey’s accession to the EU is given 
much space in the Franco-German textbook. It is not regarded from one 
aspect only, but instead, its positive effects are also noticed. 
Nevertheless, the message is clear. The membership of Turkey is 
portrayed as an identity threat for the EU. It poses the question of 
European borders: Where does Europe end? Thus, Turkey is the out-
group against which the European identity is most strongly contrasted. 
On the other hand, the European identity is also concretised in the 
daily life consequences (subcategory) it brings to its citizens.  
La monnaie unique facilite concrètement les échanges au sein de 
l’UE. La libre circulation des personnes, organisée dans l’espace 
Schengen, accroît la mobilité des Européens, et notamment des 
étudiants. Le programme Erasmus, lancé en 987, a déjà permis à 1,2 
million de jeunes étudier dans un pays différent du leur.  C’est dans 
cette catégorie de la population que l’identité européenne 
commence s’affirmer à cote des identités nationales, grâce a la 
pratique de plusieurs langues et à une meilleure connaissance de 
l’autre. la « génération Erasmus » sera sans doute le première à se 
sentir pleinement européenne. (Nathan/Klett, 2006, p. 164) 
The European identity becomes objectified in the use of common money, 
the euro, and especially in the mobility programme Erasmus, which has 
already for some years gained popularity among young Europeans. As 
the quote states, this group of students is regarded as the first real 
Europeans. 
The European identity is also built around common values 
(subcategory). These values may be attached to the common ideological 
and cultural heritage like in the following quote. 
Elle forme un espace de civilisation commun, uni par un substrat 
culturel gréco-romain et fortement marqué par le christianisme. Les 
grands courants artistiques, intellectuels et scientifiques traversent le 
continent sans tenir compte des frontières nationales. (Nathan/Klett, 
2006, p. 116)  
  
Nevertheless, the discourse on Europe as a value community appears 
even more often in the context of an enlarging EU (see also above 
statistical analysis “European values”). Values, such as democracy and 
market economy define the standards for the EU membership. Thus, the 
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European integration, and being part of it, is strongly anchored to these 
common values. 
Taken all together, France and Germany appear as the main players in 
the European integration process. The European integration process is 
both anchored and objectified, or “given faces”, in the familiar friendship 
between these two countries. Whereas the motor of European process is 
personified in the Franco-German friendship, Charles de Gaulle, British 
and especially the nation states are personified as the main barriers to the 
development. Portraying EU as an international world power is linked to 
the competition with the United States and NATO which provide 
anchors, a kind of prototypes, for the European integration as an 
international actor. Nevertheless, the EU does not want to be like the US 
or NATO, but better and autonomous. As a consequence it is 
particularised from the prototypes. The European integration is also 
anchored to common values and objectified in the concrete actions of the 
EU (e.g. the euro and Erasmus). Making the unfamiliar EU more familiar 
and concrete through shared values and the daily life of its citizens, is an 
attempt to create a common base for the European belongingness. Also, 
the outgroups play a part in the construction of European identity; in 
particular representing Turkey as a threat for the European Union 
anchors the borders of Europe and its group boundaries to the old 
European continent.  
7.6.3 Visual Image of the EU Representation 
Visual illustrations play a central role in the Franco-German textbooks. 
Table 12 summarizes the types of the visualisations. The use of 
illustrations is similar to the French textbooks; the same photos, 
caricatures and maps are often used in the Franco-German textbook. 
Most of visualisations are not neutral in nature, but illustrate the 
European integration either in the positive or negative light.  
 
                                                          
 
 
 The far northwestern portion of Turkey is often recognised as a part of the European 
continent. 
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Table 12. The number of various illustrations in the Franco-German 
textbook. 
Type of illustration Total 
The total number of pages 39 
Pictures 11 
Maps 11 
Diagrams 9 
Caricatures/drawings 7 
Posters 9 
Tables 6 
Total of illustrations 53 
 
One can find the same discourses from the Franco-German textbook as in 
the French textbooks. As in the French textbooks, posters are often used 
to transmit an ideological message. Most of them contain a clearly 
positive image of the European construction. Instead, the use of 
caricatures aims to give more hesitant picture of the European 
development. In the same way as in the French textbooks, the UK 
appears as a troublesome partner in the EU. In contrast, although maps 
and portraits are typical for both the French and the Franco-German 
textbooks, they do not attempt to convey the French influence as strongly 
as in the French textbooks, but visualisations of Franco-German book are 
more neutral in nature. As in the French textbooks, diagrams are often 
used to compare the EU and the United States. The competition between 
the two reinforces the image of the EU as an international actor, as the 
below Image 29 illustrates.  
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In general, the most notable difference between the French textbooks and 
the Franco-German textbook is in the way they use images. That is to say 
that the style is more cautious in the Franco-German textbook. Whenever 
the book represents a clearly pro-European image, a more critical one is 
set next to it, as the following Image 30 demonstrates. 
 
Image 29. (Nathan/Klett, 2006, p. 161) 
Image 30. (Nathan/Klett, 2006, p. 145) 
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The two cover pictures from French and German magazines hold very 
different views of the European integration process. Whereas the French 
magazine illustrates Europe as a superman type “superpower”, the 
German magazine transmits a more critical image of Europe that reflects 
the rise of anti-European movement after French “no” to the European 
Constitution.       
To conclude, the Franco-German textbook uses a lot of visual 
material, often the same material that is used in the French textbooks. 
However, the use of images seems to be more cautious in the Franco-
German book; both versions of the European integration story are told 
through the use of more sceptical and more enthusiastic images that are 
usually presented on the same page of the book. 
  
7.6.4 Conclusions: WORLD MODEL 
Par sa volonté de coopération avec le Sud, son attachement au 
multilatéralisme, son dialogue avec les autres aires régionales, l’Union 
européenne peut ainsi apparaitre sur la scène internationale comme 
un modèle. Même si elle est critiquée, notamment pour sa politique 
agricole jugée protectionniste, elle représente pour beaucoup une 
alternative à une mondialisation sous hégémonie américaine. 
(Nathan/Klett, 2006, p. 160) 
The above quote summarises the main message of the Franco-German 
textbook. The European Union, although criticised, represents an 
alternative to the United States in a globalizing world. The quote reflects 
the discourse of the EU as an international power. Whereas the economic 
capacity of the EU is seen as satisfactory, the need for a closer political 
and military cooperation, independent from the United States and NATO, 
is strongly expressed in the book. According to the Eurobarometer 
survey (2008), France and Germany are the most enthusiastic supporters 
of the common foreign and security policy and the common defence (see 
more section 2.2.3).  
The above quote also demonstrates that the European integration 
process is not spared from criticism, although it is represented in a 
positive light. The development has not been easy and there have been 
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and still are many barriers on the road towards a more powerful EU– 
primarily the member states’ attempts to keep their sovereignty.  
Becoming a real world actor also requires legitimisation from the 
part of the European citizens. The book brings up the need to construct 
some sense of belongingness in the EU context. The European identity is 
built upon the common values, symbols and concrete everyday actions of 
the EU. Moreover, as both the statistical analysis of vocabulary and the 
qualitative analysis demonstrated, the question of European identity is 
stressed in the context of Turkey’s EU membership. Turkey poses a 
question of European borders. This discourse can be traced back in 
history to the times of the early Middle Ages, when the European identity 
became increasingly articulated against Islam and the Turks (see chapter 
2.2). Compared to the other analyzed textbooks, Turkey’s membership is 
clearly underlined in the Franco-German book. This might be explained 
by the fact that the French and Germans are the strongest opponents of 
the further enlargement of the EU and Turkey’s membership.   
In the same vein as in the French textbooks, the Franco-German 
cooperation is portrayed as the operational heart of the European 
development. However, this is not as strongly supported by the use of 
portraits and other images, as compared to the French textbooks. On the 
contrary, the uses of visual illustrations seem to be well-thought-out. The 
role of Franco-German friendship as a motor of the European 
development is, in a way, taken for granted. This is understandable since 
after all, the textbook is a concrete realisation of the cooperation between 
these two countries. Thus the nationalistic perspective is not as obvious 
as in the nationally produced textbooks, but anchoring the European 
integration process to Franco-German axis disregards other countries as 
equal partners and creates somewhat partial image of the European 
integration.  
Basing on the above, I have labeled the core of the representation as 
a world model (see Figure 12). It is the key element by which the story of 
the European integration is told. The core holds symbolic value since it 
helps to understand the discourses (peripheral elements) that appeared in 
the Franco-German textbook. It gives a signification to the whole 
representation. The world model also has an associative value because it 
relates to all peripheral elements. The expressive value of the core is also 
fulfilled since the core is expressed explicitly and sometimes implicitly 
throughout the book. 
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Figure 12. The structure of the Franco-German textbook’s EU 
representation 
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What is the major difference between the Franco-German textbook and 
the other European textbooks? At least, compared to the national 
textbooks (the French textbooks making an exception), it seems that the 
European integration is not represented as an institutional and complex 
construction, but the emphasis lies on the political and ideological parts 
of the European construction. Although the EU seems to be somewhat 
troubling, it is not perceived as threatening. In fact, the social 
representation of the European integration in Franco-German textbook 
comes close to a social representation of the European identity. Different 
elements of identity building appear in the Franco-German textbook: 1) 
Europe/the EU is compared to outgroups, 2) common values appear as an 
anchor of belongingness, 3) the EU is objectified in everyday 
consequences of the EU-membership in the lives of students and 4) the 
search for political identity is strongly manifested in the book. 
Consequently, a European perspective dominates over the national ones. 
Nevertheless, for example, portraying Franco-German cooperation as an 
operational core of the European integration may be problematic for the 
representation of superordinate category, Europe. In other words, the 
social representation of the European identity in the Franco-German 
textbook excludes some members, e.g. Britain, Turkey, from the shared 
identity. In particular, intergroup bias as an identity building strategy is 
questionable when, for example, people of Turkish ethnicity are the 
largest minority group in Germany. 
The Franco-German book resembles the analyzed French textbooks, 
but the way to represent the topic is more cautious in the Franco-German 
textbook. Both negative and positive sides of the European integration 
process are taken into account and the nationalistic perspective is not as 
strongly stressed. However, in the same way as in the French textbooks, 
the book seems to aim at shaping positive attitudes towards the European 
integration. The existence of the European Union is not questioned, nor 
are any alternatives offered to it. On the contrary, the main message of 
the book is that the EU should take its place as an economic, political and 
military world actor in the globalizing world. Thus, the communicative 
modality seems to be a mixture of all three communicative styles 
proposed by Moscovici. On the one hand, the two versions of the same 
story are offered to the reader like diffusion would suggest. On the other 
hand, the book does not provide any real alternatives for the European 
integration process, but it is regarded as compatible with the Franco-
German visions, and instead of stereotypes, it aims to shape positive 
attitudes and opinions. In that sense the communicative style would be 
  300 
closest to propagation but having a clear, even ideological message it 
also contains features of the third form of communication, propaganda.  
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8 DISCUSSION 
8.1 CURRICULA AND TEXTBOOKS–IS 
THERE DIALOGUE? 
This study aimed to explore the image of the European integration in the 
national curricula (chapter 6) and school textbooks of the five European 
countries: France, Britain, Germany, Finland and Sweden. But how much 
the textbooks reflect the concepts and ideas contained in the curricula? 
The national curricula, usually set out by the government, are the 
main channel for transmitting political ideologies to textbooks. The 
comparison of curricula and textbooks indicates that France and 
Germany are among the countries, in which the image of Europe in the 
curricula and the textbooks best coincide. This is a logical outcome of the 
fairly centralized educational systems in these two countries; in France it 
is the state, together with experts, who decides the contents of the 
curricula and in Germany, Ministries of Education of each 16 federal 
states are responsible for the curricula and even for the approval of 
textbooks. 
French curricula and textbooks bring forth an image of the European 
Union as an economic success, but also see its political incompleteness. 
The relationship between the nation state and the EU is brought up in 
both educational sources; in particular the core element French Europe in 
French textbooks reflects this relationship. The main difference between 
French curricula and textbooks seems to be in the anchoring process of 
the EU; whereas the curricula anchor the European integration more to 
the future, to the challenges of enlargement and deepening of the EU, the 
textbooks anchor it to the past development of Europe. As suggested 
previously, the past as an anchoring point and the need to remind the 
students about the original ideas and the core of the European project in 
the textbooks, might result from the fast expansion of the EU, increasing 
its complexity in eyes of the citizens.   
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Also, the European dimension in German curricula and textbooks is 
quite similar. In both educational sources the European integration is 
attached to social, political and economic development, as well as to the 
historical roots, values and issues of identity. However, the objectives 
defined in the official recommendations to develop awareness of 
solidarity between the nations, common European culture and 
belongingness are not as strongly pronounced in the textbooks. 
Consequently, we can speculate whether the Europeanized German 
national identity (e.g. Spohn, 2002) manifests more strongly in curricula, 
reflecting the ambitions of the political elite. 
British curricula and textbooks coincide insofar as the European 
dimension is more or less missing from both of them. It is mostly 
referred in terms of institutional organization and viewed from British 
perspective. The euro seems to be the clearest concretization of the 
European integration in both educational sources. Europe as a political, 
social and cultural phenomenon is absent in British curricula and 
textbooks supporting the idea that Europe serves as the other for the 
British (Marcussen et. al, 1999). 
The case is very similar with Swedish curricula and textbooks. The 
European dimension is missing from the curricula, which means that no 
clear instructions are given to the writers of the books. In Swedish 
curricula, the European dimension is foremost seen in the Swedish role 
and institutional functioning of the EU, whereas the image is more vivid 
in the textbooks; despite the institutional image of the EU transmitted in 
the Swedish books, they also attach the European integration, for 
instance, to peace, but on the other hand to uncertain future. 
At the level of general objectives of Finnish curricula, the European 
dimension is attached to values and culture. Although values and culture 
are mentioned in most Finnish schoolbooks, they are not discussed in 
depth. More importantly, compared to the curricula, the European 
dimension is promoted more strongly in textbooks. The European 
integration as a topic is missing from the course contents of the curricula, 
but at the same time it is discussed, sometimes even extensively, in the 
textbooks of the very same courses. The problematic nature of the 
European integration process dominates the social representation of the 
European integration in Finnish textbooks, perhaps partly due to the lack 
of definitions and concretizations in the specific curricula. 
Do textbooks then serve as an instrument for policy making? At this 
point we have to remind ourselves that education has been of key 
importance to the EU since the 1990s. Therefore, despite the growth of 
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Europeanization of educational policy (chapter 3), the European 
dimension itself does not seem to be implemented strongly in the 
curricula of some countries like Britain, Sweden and Finland. 
Contrastingly, in these countries the European dimension is embedded 
more strongly in textbooks, although the approach is clearly more critical 
compared to the books delivered by France and Germany, where the 
curricula are also more precise on the implementation of the European 
dimension. 
Due to the lack of definitions and concrete examples of European 
dimension in the curricula of the most countries–in other words the 
missing anchoring points and objectifications–it seems that the books 
have a rather independent role in the official policy making. In light of 
this research, it seems that the textbooks do not convey only facts and 
information on the European integration, but as I have previously 
demonstrated, they very clearly reflect our common sense thinking and 
attitudes towards the phenomenon. With regards to the theory of social 
representations, it seems that the books do not contain only scientific 
information, but are in fact very much shaped by the social 
representations. Thus, it looks as if they are tied to a wider political and 
cultural context, reflecting the issues of national identity, as I will show 
later in this chapter. 
8.2 STUDY IN A NUTSHELL–ANY 
HEGEMONIC OR POLEMIC 
REPRESENTATIONS? 
Previously in chapter 7, the social representations of the European 
integration in the schoolbooks of the five European countries were 
examined. The main results of the country-based analysis are presented 
in Table 1339. The results show how the European integration is 
familiarized by anchoring and objectifying, constructed around different 
                                                          
 
 
39 Table 13 was built to facilitate the reading. However, it must be noted that 
differentiating between the processes of anchoring and objectification is not as 
straightforward as it might look in Table 13, since these two processes are interrelated and 
there seems to be an anchor behind every objectification. 
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central core elements and communicated differently through propaganda, 
diffusion and propagation in the five countries in this study.  
However, the important question remains unsolved: when it comes to 
the European integration in the textbooks, what is common to all 
European countries and where do they differ? 
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The comparison of the textbooks indicates that the European integration 
process is first and foremost anchored to peace in the textbooks of all the 
countries. In addition, the economic cooperation provides an important 
anchoring point for the European integration. These two components, 
peace and economy, could be seen as being part of a hegemonic 
representation of the European integration in the textbooks. However, 
even when it comes to peace and economy, there are some differences 
between the countries. Whereas peace is brought up strongly in the books 
in Germany, France and Sweden, it is only briefly mentioned in British 
textbooks. In contrast, British textbooks, together with German and 
French textbooks, emphasize the role of economic cooperation, whereas 
in Swedish textbooks economic aspects are portrayed as secondary, less 
important motives behind the European integration. These results are 
partly consistent with previous studies (Licata, 2001; Baugnet & 
Fouquet, 2005; de Rosa and Mormino, 2002; Hewstone, 1986), showing 
that Europe is foremost anchored to the economic aspects of the EU. 
However, unlike the results of de Rosa and Mormino (2002) suggested, 
the European Union was not merely anchored to the present, but also to 
memories of the past–to the ideas of peace, to the wartime history and to 
the early construction of the European integration process. This 
difference may be explained in part by the use of different data; people 
look to the future, whereas textbooks, in particular books of historical 
nature, look to the past.   
Predominantly, the European Union has been officially defined as a 
value community. According to the article 6 of the Foundation Treaty 
“the Union is founded on the principles of liberty, democracy, respect for 
human rights and fundamental freedoms, and the rule of law, principles 
which are common to the Member States”. As shown in Table 13, values 
are mentioned in most of the books, but they do not seem to hold an 
important role in the social representation of the European integration. 
Usually, values are not given much room in the books; they are not 
opened or explained in detail. In other words, values are not rooted in the 
essence of Europe, but mainly referred to the institutional sense of the 
term in the context of EU enlargement. Consequently, they appear as an 
empty category, without any real meaning to the reader. Thus, the 
European integration appears as a value community mainly in the 
Franco-German textbook and in the French textbooks, where it is rooted 
in the common heritage of Europe.  
Moreover, as Table 13 indicates, it seems that the European 
integration is anchored to political and military cooperation in all 
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countries, except in the UK. Although the European integration is 
anchored to political and military cooperation, as in the French and 
German textbooks, or to Common Foreign and Security Policy (CFSP), 
as in the Finnish and Swedish textbooks, one cannot talk about a 
hegemonic representation. Whereas in the French and German textbooks 
the deeper cooperation is described as desirable, in the Finnish and 
Swedish books it is portrayed as threatening, especially when it comes to 
the question of neutrality. This difference may reflect the different status 
of smaller and bigger member states in the EU, as well as the historical 
importance of neutrality in Sweden and Finland. Consequently, the 
political and military cooperation is manifested as a more of an 
emancipated representation. These findings are consistent with the public 
opinion (e.g. Eurobarometer 69, 2008), showing that Germans and 
French are the most enthusiastic supporters of the common foreign 
policy and the common defence and security policy. 
Furthermore, the discourse on the EU is increasingly replaced by the 
discourse on the EU enlargement. Although the EU enlargement is 
mentioned in the books of the most countries, one can only speak of the 
meaning-making process in the textbooks of Germany, Sweden and 
Finland, in which a lot of space and attention is devoted to it. Moreover, 
common agriculture is typical anchoring point. Although it is discussed 
in the books of most of the countries (all expect Sweden), the angle is 
different. Whereas it is portrayed as unfair and problematic in the 
German, British and Finnish textbooks, it is described in a more positive 
way, as an economic success, in the French textbooks. This finding may 
reflect the fact that compared to other countries in this study, France has 
traditionally benefited most of the subsidies of the Common Agricultural 
Policy. Thus, the common agriculture appears as a more or less polemic 
topic among the European textbooks. 
If we take a look at the main objectifications found in the textbooks, 
there is some uniformity across the countries. Former French President, 
Charles de Gaulle, is the most typical personification of the European 
integration process. However, he is foremost portrayed as a negative icon 
from the European standpoint. Also, the British and Margaret Thatcher 
are often mentioned as opponents of the integration process in all the 
history books. The euro is an important objectification of the EU, 
especially for the British and Swedish textbooks, but appears also in the 
German, French and Finnish textbooks. The public opinion polls (e.g. 
Eurobarometer 69, 2008) show that the euro is still opposed by the 
majority in the UK and in Sweden. Thus, it appears to be a troubling 
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issue that needs to be discussed and familiarised in the countries that are 
not members of the euro-zone. The Swedish, British and Finnish 
textbooks convey an image of an institutional EU that is based on 
institutional functioning of the organization and is led by the political 
elite. The concretization is suggested in the countries of which 
populations have traditionally been less enthusiastic towards the 
European cooperation (e.g. Eurobarometer 69, 2008).  
The European integration is also often made concrete in a 
metaphorical way. Some common metaphors emerge. The metaphors of 
economy as a giant, a motor, a superpower or as an engine appear often 
in the German and French textbooks. Respectively, the political 
cooperation is symbolized through metaphors such as a dwarf, a fiasco or 
a dead end. The Franco-German partnership or couple is a typical 
metaphor in particular in the French textbooks, but also in the German 
and Franco-German textbooks, although to a lesser extent. In the Finnish 
and German textbooks the EU appears as a fortress. The British, German 
and French textbooks bring up the metaphor of Europe as a third force. 
Also, in the German and British textbooks, the much criticized 
agriculture is represented as butter mountains and wine lakes. The 
negative image of the European institutions and governance is reinforced 
through the metaphors of eurocrats, factory of directives and red tape, 
mainly in the Finnish and British textbooks. On the other hand, 
especially the French and German textbooks present such metaphors as 
European civilisation, European identity and the European idea to 
strengthen the positive image of the European unity. In particular, the 
German textbooks bring forth such metaphors as a European house or a 
European family to make the EU enlargement more understandable and 
acceptable. 
Now we have seen what is common to the textbooks of the five 
European countries, and where they differ. However, one important 
question remains unanswered: the question of silence. What is missing in 
these books? As we have previously seen, the European unity is 
dominantly considered as an institutional, economic and political process 
whereas the cultural aspects, the features of common European culture 
and its diversity, are of minor importance. But perhaps even more 
obvious deficiency is the failure to mention the everyday effects of the 
European Union. Only rarely, mainly in the Franco-German textbook, 
and in one French, and to a lesser extent in a couple of British and 
Swedish textbooks, the European integration is linked with citizenship, 
education, traveling and belongingness–to the daily life consequences of 
  
 
309 
the EU membership in the lives of readers. Contrary to the expectations 
raised by the Europeanization of educational policy (see chapter 3), the 
contents and effects of European citizenship are not widely discussed in 
the books of the five countries; the citizenship is brought up only in three 
current British and in one Swedish textbooks. In that sense, the results 
are inconsistent with the previous studies on social representation of 
Europe, in which the cultural dimension, citizenship (Baugnet & 
Fouquet, 2005; Licata, 2001) as well as the belongingness (Licata, 2001) 
were found.    
As Table 13 demonstrates, the social representation of the European 
integration is constructed around different core elements in the textbooks 
of the five countries. A sense of threat or suspicion is present in the core 
of Finnish, Swedish and British EU representation. In contrast, this 
dimension is missing in the French and German textbooks. These results 
may be partly explained by the fact that these two latter mentioned 
countries were the founding members of the European integration and 
are still the most influential countries in the current EU. As was also 
reflected in the data, particularly in French textbooks, the European 
integration appears as their creation.  
However, a deeper look at the social representation indicates that the 
structure is never one dimensional, but generated by positive and 
negative images. In none of the books, the European integration process 
is viewed merely positively or negatively. This reflects the idea of 
themata supposing that thinking through opposites is an effective way in 
enhancing everyday understanding about a social phenomenon (e.g. 
Marková, 2003). Thus it seems that the deep-rooted themata, good versus 
bad, generates the European discourse in the books of all five countries. 
The focus varies between the countries: whereas in the British, Swedish 
and Finnish textbooks the negative pole is emphasized, in the French and 
German books the positive aspects dominate. At this point, someone 
might ask if two or more social representations actually exist in the 
textbooks. In particular, if we look at the Finnish textbooks’ social 
representation (chapter 7.4.5), it looks as if there were two social 
representations of the EU, one threatening and one enabling. However, 
instead of interpreting my findings as two contradictory and separate 
social representations, I have preferred to call the core a dialectically 
opposed conflicting core (Moloney & Walker, 2002; 2005). These two 
discourses exist side by side in the textbooks and are activated depending 
on the context of discourse. These dialectically opposed core elements, 
threatening and enabling EU, seem to serve different functions for the 
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national identity; whereas the element of threat serves to protect the 
national independence and identity from the quick European changes, the 
element of enabler seems to serve to support the national state and 
identity by providing peace and prosperity. The function of themata 
becomes most evident in the oppositional organization of 
representational field in the British textbooks (chapter 7.2.5), but it also 
appears in the discourse of all the other countries. Thus, themata good 
versus bad Europe, is the source idea around which the social 
representation of the European integration is constructed in the 
schoolbooks of the five European countries. Depending on the national 
contexts, themata good versus bad, becomes contextualized differently in 
the core elements of a social representation of the European integration 
through the processes of anchoring and objectification. 
8.3 SOCIAL REPRESENTATIONS OF 
EUROPEAN INTEGRATION–
CONSTRUCTION OF NATIONAL AND 
EUROPEAN IDENTITIES? 
8.3.1 Nation as an Anchor for Social Representations of 
the European Integration 
The influences of the nation and the national identity are manifested 
throughout the empirical analysis. In line with Licata (2003), who 
suggests that the naturalisation of the social representation of a nation 
provides an anchor for new identifications, it seems that the textbooks 
use their representation of the nation-state to make sense and cope with 
the European integration. In other words, the European project is 
anchored to the nation-state. Consequently, this anchoring explains the 
European discourse found in the books of the five countries as will be 
discussed in the following. 
The threat that the European cooperation poses for the national 
identity is expressed directly in most of the British and Finnish 
textbooks. In fact, as the Finnish social representation of the European 
integration demonstrated, the threatening nature of the European 
unification appears as a permanent part of the representation; those 
aspects of the integration which support the nation-state, like the growth 
of economy and guarantee of peace, are portrayed positively as a success, 
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whereas when the European integration is seen to somehow weaken the 
national state, it is represented as a threat. 
Considering previous studies on British media and population 
(Cinnirella, 1996; Rutland, 1998; Hewstone, 1986) it comes as no 
surprise that the European integration is portrayed in the British 
textbooks as something that threatens British national identity. In fact, 
this finding is in line with the literature (e.g. Medrano, 2003) that usually 
suggests that the main explanation for the low support for the European 
integration in Britain stems from British fears of losing their identity. 
Consequently, the low support of the EU may result from Britain’s long 
history of external ties with the US and the Commonwealth, and from a 
sense of superiority in respect to other Europeans, or from their long 
history of independence and a history of conflict with France and 
Germany, or perhaps from the feeling that British culture is just too 
different from the cultures of other European countries. (Medrano, 2003.)  
The national identity as an anchor seems to determine the social 
representation of the European integration in British textbooks. As we 
have seen previously, the European integration seems to be more or less 
silenced topic in the British history textbooks. Whenever the European 
integration is discussed, it is mostly regarded from a British viewpoint. It 
is attached to domestic policy, and issues such as the past development of 
the European integration process, common values and European heritage 
are not discussed, unlike in the textbooks of many other European 
countries (e.g., France, Germany). 
The five countries in this study vary according to their status and 
power in the EU and accordingly, their different social positionings (e.g., 
Lorenzi-Cioldi & Clémence, 2001) may shape the construction of social 
representation of the European integration. The results on the French 
textbooks are in line with Chryssouchouu’s (2000) findings saying that 
the social representation of the EU varied between the French and the 
Greek, reflecting the different positions of the countries in the EU 
context. As the core element of French Europe in French textbooks 
indicates, French people may perceive the membership in the EU as an 
opportunity for France to restore its lost power. Parallel results were 
obtained in a study looking at the projections of identity in the French 
textbooks, indicating that the French nation was equated with Europe and 
consequently French becomes Europe and Frenchness corresponds to 
European (Soysal et al., 2005).  
Correspondingly, the findings in the Finnish textbooks reflect a 
different power position in the EU. The Finnish books express the fear of 
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smaller member states of being excluded from the decision making in the 
context of the new Constitution and the Common Foreign and Security 
Policy. Thus, the position of Finland as a smaller member state is 
expressed through the social representation of the European integration. 
Consequently the construction of the social representation of the 
European integration takes place in relation to nation.  
In consideration of this study, the question of the priority of social 
representation or identity does not prove productive, since it seems that 
both views are supported in the material. 
On the one hand, as we have seen in the context of French textbooks, 
the social representation of French Europe may serve as a function of 
self-enhancement for French in the European context. The distinction 
between what is national and what is European fades away (e.g. Soysal et 
al., 2005). In that sense, social representations of successful and powerful 
Europe also make France stronger in the globalizing world. In other 
words, social representations seem to improve the self-image of the 
French. 
On the other hand, as we have seen in the context of the British 
textbooks, specific ingroup-outgroup categorizations seem to determine 
and shape the shared meaning of the European integration. British 
relations with France on the one hand and with the US on the other hand, 
shape the way in which the European integration is perceived in the 
textbooks (e.g., discourse of in or outside Europe). Viewed like this, 
social identities may be seen as prior to social representations (e.g., 
Brewer, 2001).  
8.3.2 The Formation Processes of Social Representations 
in Identity Construction  
The purpose of anchoring, objectification and naturalisation is to explain 
what happens when an unfamiliar or troubling phenomenon, in this case 
the European integration, is encountered and how we try to understand it. 
In the light of the current study, it also seems that these formation 
processes play a part in the construction of national and European 
identities. As we have previously seen, the nation provides the main 
anchor for the European integration. 
As the analysis of the Finnish and Swedish textbooks demonstrated, 
the threatening nature of the European integration and the sense of 
suspicion, are at the very core of the social representation of the 
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European integration in these countries. In the Swedish textbooks, the 
European integration is associated with the discourse of unreliable 
European integration that is concretized as a democratic deficit, fraud 
and corruption. Similarly, the Finnish textbooks anchor the European 
project to the discourse of problems and disagreements. Therefore, it 
seems that suspicion or a sense of threat does not only function at a stage 
of formation of new representations, making unfamiliar familiar, but may 
be part of a fully formed representation. As the process of anchoring 
presumes, the European integration is integrated into a network of 
significance that is marked by social values, a sense of national identity 
and the status of a smaller member state. In other words, the anchoring 
process may also be intended to maintain the distance between the nation 
and the EU by making the other strange and different as Kalampalikis 
and Haas (2008) have recently suggested in their hypothesis of two forms 
of anchoring. In that sense, the process of anchoring functions to 
maintain national identity.  
Furthermore, the choice of an anchoring category is not a neutral 
process (e.g. Moscovici, 1984). In contrast, it has consequences for the 
construction of the social representation as evidenced, for example, in the 
British textbooks. Although both positive and negative aspects of the 
European integration were discussed, the anchoring categories used for 
describing them differed. Whereas the positive images of the European 
integration were built on the economic advantages, the negative images 
rested upon more emotional categories, such as sovereignty and the sense 
of unfairness. Similar phenomenon was found in the study of Meier and 
Kirchler (1998), who discovered that while supporters of the euro were 
most likely to underline economic advantages of the common currency, 
opponents’ justifications had a more emotional tone; they referred to fear 
of losing money to the EU, national autonomy and identity and to unjust 
distribution of costs and benefits. The difference in anchoring categories 
may be a tactful way of giving partial images of the European 
integration. Whereas benefits of trade do not necessary touch or concern 
the reader, emotional issues, such as the sense of threat, may touch him 
or her on a much more personal level. 
As with anchoring, the choice of objectifications is not an arbitrary 
but a culturally bound process (e.g. Wagner & Hayes, 2005). As noted 
previously, the Swedish, British and Finnish textbooks objectify the EU 
mainly in the institutional form. Thus creating a complex and 
bureaucratic image of the EU, this objectification maintains the distance 
between the subject and the reader. The metaphors of Eurocrats, code 
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wars and a factory of directives are used to critically assess the European 
Union in favor of national identification. 
Contrarily, the national personifications in the European context may 
function in favor of both national and European identification. However, 
as we have previously seen in the analysis of visual material in the books 
of the five European countries, the national characters are brought up 
strongly in the French textbooks (e.g. portrays of Monnet, Schuman, de 
Gaulle, Mitterrand) as well as to some extent in the German (e.g. 
Adenauer, Kohl) and more recently also in the Finnish (e.g. Rehn) 
textbooks, whereas in the Swedish and British textbooks the national 
icons of Europe were more unusual. 
The use of metaphors is especially intriguing from the perspective of 
identity construction. It seems that the French and German textbooks in 
particular, use the metaphors of the European integration to make an 
abstract European identity more concrete and tangible.  
For example the metaphors of European civilization, European 
culture, the European idea and European identity, expressed mainly in 
the French and German textbooks, aim to familiarize the uncertain 
European unity or belongingness, by referring to common origins and 
historical roots of the member states.  
The metaphors of the EU as a common house or as a family are 
typical for the German textbooks. These metaphors appear 
predominantly in the context of the East-West conflict and the EU 
enlargement. The EU appears as a family-like entity in the metaphor, 
emphasizing the common characteristics such as sense of belongingness 
and solidarity among the member states. Similarly, the metaphor of the 
EU as a house creates a European identity by defining who are in and 
who are out. Moreover, in the context of the EU enlargement, the 
metaphor defines who may enter the house and also when they may enter 
and on what conditions. The role of the EU is to gather those who were 
for a long time separated, together and under the roof of a common 
house.  
Also, the metaphor of Europe as a fortress, found in the Finnish and 
German textbooks, portrays an EU that aims to keep the strangers out 
and in that sense may work for the construction of European 
distinctiveness and identity, although it has a clearly more negative 
connotation compared to the metaphors of house and family.  
However, as the use of institutional metaphors such as eurocrats or a 
factory of directives indicated, the metaphors may be also used in an 
opposite way: to critically or ironically assess the relations between 
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Europe and the nation in question. The negative metaphors of, for 
example, the European agriculture as butter mountains and wine lakes, 
produced in the British and German textbooks, may be intended to 
trivialize the whole process of the European integration as also 
Hewstone’s study (1986) indicated. 
All in all, the formation processes of a social representation are not 
without significance for the identity construction, but on the contrary, 
they may be used consciously or unconsciously to shape the national or 
European identities. The next step is to look more closely the perception 
of outgroups in textbooks–another important way to construct group 
identities. 
8.3.3 Perceptions of European Others 
As the basic idea of social identity theory suggests, the perception of 
outgroup may encourage the sense of ingroup self-esteem and solidarity 
(e.g., Tajfel & Turner, 1979; Tajfel, 1981; Hogg & Abrams, 1988). The 
previous studies on textbooks (e.g., Torsti, 2003; Antoniou & Soysal, 
2005) have demonstrated how textbooks are used to construct a division 
between us and them. Throughout its history, Europe has had many 
important others, which are referred and represented in a context-
dependent way. However, the othering did not seem to play a very 
important part in the construction of European identity in the textbooks. 
The most visible reference point for Europe was the United States. The 
EU-US relations were characterized as alliance (mainly in the British 
textbooks) and rivalry (in the French and German textbooks). The US 
was foremost seen to be an economic rival to the EU, but especially in 
the context of the common European defense, Europe’s dependency on 
the US military strengths was portrayed as problematic, particularly in 
the French and German textbooks. The US-relations were also portrayed 
as a threat for the European unity as demonstrated the recent books in 
Germany and Finland, when discussing the war in Iraq. 
Another group of people that was portrayed as an outgroup, mainly 
in the German and Franco-German textbooks, were the Turkish. This 
result is in line with recent opinion polls in Germany, voicing strong 
opposition to Turkey’s EU membership, even if Turkey were to comply 
with all the conditions set by the European Union (Eurobarometer 69, 
2008). The power of othering Turkey in the construction of European 
identity can be traced back to the early Middle Ages, when European 
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identity became increasingly articulated against Islam and Turks 
(Mikkeli, 1998, pp. 34–35). As was also demonstrated in the analysis of 
some of the textbooks, Europe has usually been equated with such 
features as civilization, Christianity and democracy, whereas its opposite 
has been characterized as barbarianism, coloured skin and the Orient 
(Mikkeli, 1998, p. 230). The dualism between the Christian Occident and 
the Islamic Orient is raised in relation to Turkish EU membership 
negotiations. 
As the public debate in some European countries shows (e.g., the 
new anti-immigration laws in Italy), the sense of otherness is nowadays 
increasingly directed at immigrants and guest-workers (e.g. Delanty, 
1996; Kohli, 2000; Smith, 1992). The creation of a common passport, 
strengthening the controls at the outer borders of the European Union and 
the EU’s fight against illegal immigrants are political actions to reinforce 
the formation of European unity, but simultaneously to exclude some 
groups from it. On the level of textbooks, the immigrants do not appear 
very often as an outgroup in the context of the European integration. The 
EU enlargement provides the main context for its emergence in some of 
the Finnish, Swedish and German textbooks, which is logical, since after 
all, the enlargement defines who belongs to Europe and on what 
conditions. Indeed, the emphasis of the EU enlargement discourse and 
some negative images of poorer and underdeveloped eastern countries, 
especially in the German, Finnish and Swedish textbooks, reflect the idea 
that the new eastern countries are seen as outsiders by the old member 
countries. This kind of European identity that is built on the strategies of 
discrimination against “inner” out-groups, immigrants or eastern 
countries, may not lead to harmonious relations within and between the 
EU member states (e.g., Sanchez-Mazas, 1996). 
Europe's others are frequently constructed as territorially defined 
entities e.g., the United States and Turkey, but also as the continent's own 
military past and nationalist rivalries. As we have seen previously, the 
textbooks of most of the countries anchor the European integration to the 
ideas of peace and in this context to the wartime history. Despots of the 
Second World War as well as the threats of fascism, communism and the 
socialist system appear as the European others. The wartime memories 
and consequences in the divided Europe are manifested most visibly in 
the German textbooks’, and also to some extent in the French textbooks’, 
discourse on the European integration, reflecting Germany’s own 
catastrophic past of militarism, which motivated the construction of the 
European integration project. This finding is consistent with previous 
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studies (Medrano, 2003; Soysal et al., 2005; Risse & Engelmann-Martin, 
2002; Marcussen et al., 1999) indicating that the Nazi past has been the 
main anchor for West German collective memory and identity since the 
Second World War.  
All in all, the analyses of the textbooks corroborated the idea that 
Europe has many important others, which are represented in a context-
dependent way. However, compared to some previous research on 
textbooks (e.g., Torsti, 2003; Antoniou & Soysal, 2005) showing the role 
of intergroup bias in the construction of group identity, the othering did 
not appear as a dominant identity building mechanism in this study, 
indicating, perhaps, the absence of a widespread European identity. 
Alternatively, the absence of the intergroup bias might simply reflect the 
widespread acceptance of the norms of diversity, non-discrimination and 
tolerance, central values of the EU (Lisbon Treaty, 2007) and the central 
aims of the international textbook research (Unesco, 1999).  
8.3.4 Social Representations of the European Integration 
and Superordinate Categorization 
As noted previously, the assumed mutual relationship between social 
representations of the European integration and national and European 
identification formed the starting point for this research.  
Until now this relationship has been primarily approached through 
the lens of social representation theory; the identifications are regarded 
as a part of social knowledge and as being located in the social 
representations. In this chapter a different approach is taken. The 
identification is not regarded as a social representation reflected in the 
textbooks, but as a distinct theoretical concept that facilitates the 
understanding of the results. In particular, the social identity approach 
provides a framework for the interpretation.  
As discussed in chapter 2, the Common Ingroup Identity Model 
(Dovidio, Gaertner & Saguy, 2007) and the ingroup projection model 
(Wenzel, Mummendey & Waldzus, 2007), both based on the social 
identity theory and the self-categorization theory, provide a framework 
for understanding relations between different countries belonging to the 
same superordinate category, Europe.  
The Common Ingroup Identity Model suggests that superordinate 
group identification reduces the intergroup bias. When members of 
different groups conceive themselves Europeans, rather than as 
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completely separate groups–French, Germans, British, Swedish or 
Finnish–the attitudes towards former outgroup members become more 
positive through processes involving pro-ingroup bias. The precondition 
in the model is that different subgroups can exist within Europe. 
Analysis of the British textbooks indicated that the European 
integration is foremost seen as a French construction. As a consequence 
British identity is left little space to survive within the European context, 
which might explain the negative and threatening social representations 
of the European integration in the British textbooks. British culture is 
regarded too different from other European cultures (Medrano, 2003). 
Presumably, in line with the Common Ingroup Identity Model, the 
perception of two groups, the French and the British, as distinct 
identities; in other words the existence of dual identity within the context 
of a superordinate identity, Europeans, would be vital for improving 
British attitudes towards the European project. The identification with 
Europe is facilitated when the identities are represented as 
complementary and not as substitutive (Licata, 2003). 
According to the ingroup projection model (Wenzel, Mummendey & 
Waldzus, 2007) a superordinate identity is not necessarily a solution for 
the intergroup conflict. Instead, when a common identity is made salient 
for members of different groups, members of one or several groups may 
begin to regard their subgroup’s characteristics as more prototypical of 
the common superordinate category, compared to those of other 
subgroups. As a result of this projection, people assume that their group 
is more representative of the superordinate category and therefore 
superior to the other subgroup. As noted previously, the results on the 
French textbooks, a central core of French Europe, indicate that Europe 
is foremost perceived as a French construction. Consequently, following 
the presumptions of the ingroup projection model, the French 
characteristics, values and norms are seen as more prototypically 
European. Thus the French may assume to be superior to the other 
member countries of the European Union.  
Furthermore, one can speculate about the consequences, when the 
nation state provides the prototypical anchor for the European integration 
as seems to be the case in the textbooks. It may follow that national 
attributes, values and norms are associated to superordinate category and 
as a consequence Europe is evaluated from the national perspective. In 
other words, as the ingroup projection model proposes, the transfer of 
national values and understanding of political and social life onto the 
European stage, may in the end harm, rather than improve, relations 
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between the European nations (see also Risse, 2004). The issue of whose 
Europe and whose characteristics are generalized in the European level 
may distort the European cooperation. 
The interpretation is slightly different what comes to German 
textbooks’ representation of the European integration. In the German 
context, Europe seems to be a salient and relevant self-category. As the 
literature (e.g., Spohn, 2002; Spohn et al., 2003; Banchoff, 1999) on 
German national identity also stresses, the European dimension is an 
essential element of German national identity. In view of the ingroup 
projection model, the European norms are seen as binding ones, and 
consequently, they may form the basis of acceptance of such outgroups 
as Turkish, eastern countries or immigrants. Indeed, the analysis of the 
textbooks showed that the intergroup comparisons were more visible in 
the German textbooks, as well as in the Franco-German textbooks, 
indicating, possibly, a stronger European identity.  
Nevertheless, as Wenzel et al. (2007) note, in some cases it is 
possible to reduce ingroup projection: first and foremost by representing 
the superordinate category in such a complex way that it cannot be 
embodied by a single subgroup alone: in other words, when the 
superordinate identity is defined by the diversity of its subgroups. The 
European Union’s motto “unity in diversity” reflects this idea of complex 
European identity. This idea of unity in diversity is also mentioned in 
some German and Finnish textbooks.  
In addition to the complexity of superordinate identity, constructing 
a shared understanding and consensual representation of the 
superordinate identity among different subgroups is another way to 
improve intergroup relations. In other words, a hegemonic representation 
of the European Union and European identity is a precondition for 
tolerance among European people. As we have seen previously, there 
seems to be some hegemonic elements, shared understanding of Europe, 
such as peace and economy, but still some polemic ways to regard a 
country’s membership in the European Union.  
On the whole, although there are some major paradigmatic 
differences between social representation theory and social identity 
theories (e.g. Breakwell, 1993), in consideration of this study, they both 
seem to deal with the very same question: What kind of social 
representation of a superordinate category is required to satisfy different 
groups? In other words, what kind of social representation of the 
European integration is needed to be sufficiently hegemonic and complex 
to integrate all members of the European Union?  
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Another question is whether this kind of hegemonic representation is 
desirable or not, or whether it is realistic. Recent experience from Russia 
shows that textbooks are still strongly used for purposes of national 
identity. As has been written in several newspapers (e.g., Times, 
1.12.2009; The Independent, 20.8.2007; Helsingin Sanomat, 1.11.2007), 
Russia has recently tightened the control of textbook legislation and 
rewrote a history textbook to be used in Russian schools. In other words, 
they have attempted to create a hegemonic representation of history in 
order to promote patriotism and to provide more favorable image of Josef 
Stalin and the Soviet history in general.  
Whether a common European textbook will ever be possible remains 
to be seen. At the present state, it might indeed be difficult to construct a 
hegemonic representation of the European integration that would satisfy 
all the member countries equally. The Franco-German textbook has been 
the first effort to build a common version of the European project. 
However, the analysis of the Franco-German book indicated that 
although the book clearly attempted to create European belongingness, a 
vision of European identity, it was based on a Franco-German version of 
the history.  
Respectively, we could speculate which social representation is more 
hegemonic–that of the European Union among Europeans or that of the 
United States among Americans. After all, like Europe is consisted of 
different nations, the United States is also composed of fifty federal 
states. However, without having any scientific evidence, I would assume 
that if an American, whether living in Texas, New York or Alaska, 
would be asked to define and describe the United States, they would 
provide a rather solid view based on such values as freedom, 
individualism, progress and materialism. Correspondingly, when a 
European would be asked to associate the European Union, the image 
would probably be more divided and composed of such common 
elements as economy and peace, while the values and cultural 
components would be more rarely expressed. What could explain this 
assumed difference? The history of nationalism in Europe? Different 
institutional structures? Perhaps the sense of belongingness? 
If we look at the textbooks of the five EU countries, it appears that a 
positive emotional character of Europe is missing from the textbooks of 
most of the countries. In contrast, in particular in Finnish and British 
textbooks, the EU is portrayed as a threat for the national models. 
Nevertheless, this is not to say that the support for the EU would not be 
possible in these countries as well. Quite on the contrary, the support for 
  
 
321 
the EU may depend, for example, on other factors of non-emotional 
nature, such as economic expectations on the personal or national level. 
Indeed the positive correlation between the utilitarian benefits and the 
positive attitudes towards the EU memberships were shown in the study 
of Hilton et al. (1996). 
Thus, the development of emotional component of European identity 
might require a development of European level cooperation that would 
involve citizens more directly such as common taxes, distribution of 
social benefits and the establishment of a common army. However, one 
can ask how many citizens today would be ready to die for Europe.  
8.3.5 Do Social Representations of the European 
Integration in the Textbooks Reflect the Opinions of the 
People? 
Do social representations of the European integration in the textbooks of 
a country reflect the public opinion of that country? The comparison of 
the textbooks’ image and public opinions (Eurobarometers) indicates 
some similarities and dissimilarities between these two sources of 
information.  
As demonstrated previously, the image of the European integration 
was most positive in the French and German textbooks, whereas it was 
clearly more negative and critical in the British, Finnish and Swedish 
textbooks. This finding is consistent with the public opinion (e.g. 
Eurobarometer, 69, 2008) in these countries: French and German people 
hold a most positive image of the EU, while only 28% of British consider 
it positively.  Likewise, the identification with the EU, being strongest in 
France and Germany and lowest in Finland and the UK, is consistent 
with the more positive images of the EU conveyed through the 
schoolbooks of the former countries.  
As already noted in chapter 2, for the people of the five countries, 
the European Union above all represents the freedom to travel, study and 
work anywhere in the European Union (Eurobarometer 69, 2008). This 
finding is inconsistent with the analysis of the textbooks. As noted earlier 
in this chapter, only rarely were the daily life consequences of the EU 
citizenship, such as traveling or studying abroad, discussed in the 
textbooks. However, this might be partly explained by how the question 
is asked. The Eurobarometers ask “what does the European Union mean 
to you personally” by providing a ready-made list of choices. In this 
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case, participants’ answers may not tell so much about the image of the 
EU, unlike suggested in the Eurobarometer reports, but instead, they may 
tell more about how the EU membership is perceived to affect people’s 
lives. According to the public opinion polls, the European Union also 
means peace and common money for most Europeans. Peace is a typical 
anchor for most countries as the analysis of the textbooks also suggested. 
The same holds true to the euro; as the analyses of the textbooks showed, 
the euro appears as an objectification in the textbooks of all of the 
countries, but is perceived as a troubling issue particularly in the British 
and Swedish textbooks, representing countries, which have rejected the 
euro. Moreover, negative characteristics are also attached to the EU by 
Europeans. In particular, bureaucracy and wasting of money are 
mentioned by British, Finnish and Swedish populations–in the countries 
where the books also contained a more pessimistic image of the EU. 
These findings are concurrent with the results of this study. In addition, 
according to the opinion polls (Eurobarometer 69, 2008) British people 
attach the European Union to the loss of cultural identity, which is also 
consistent with the British textbooks’ representation of the European 
integration.    
All in all, it seems that the image that is constructed in the textbooks, 
is in line with the results of public opinion polls. But what does this all 
mean? Firstly, it again indicates that textbooks do not only convey facts 
and information about the European integration, but they reflect the 
opinions of the people, a shared understanding of the phenomenon. 
Textbooks are not merely based on scientific knowledge, but in fact, 
largely reflect social representations. At the same time, they shape our 
thinking and attitudes as they contain the scientific and common sense 
knowledge that an older generation wishes to transmit to a younger 
generation. After all, a social representation is simultaneously an 
outcome, a representation, and an activity, the process of representing 
(Bauer & Gaskell, 1999). Secondly, the similarities between the public 
opinion and the textbook representations imply that these social 
representations in the textbooks are deeply rooted in collective memories 
and histories of these countries. 
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8.4 REFLECTIONS: METHODOLOGICAL 
AND THEORETICAL CONCERNS 
8.4.1 Methodological Concerns 
To grasp the phenomenon of the European integration in the textbooks in 
its entirety, multiple methods were applied in this study. Some 
limitations underlying the methods used are discussed below. 
Taken on the whole, this study has aimed to follow the good 
practices of textbook research set up by the UNESCO guidebook (1999). 
I had placed several criteria for the selection of the textbooks: textbooks 
should be civics or history books, in wide use, in current use, they should 
contain some parts or chapters dealing with the topic of the European 
integration and they should be aimed at pupils of upper secondary level. 
However, taking into account the many criteria set up for the choice of 
the books, the selection of data was primarily carried out on the basis of 
”take whatever you can get”. In other words, it was difficult to find 
books meeting the criteria for this study. Consequently, it is possible that 
there are books that would cover the topic of the European integration 
better.  
By choosing books from the major educational publishers, I have 
attempted to make empirical generalizations. Nevertheless, whether I 
have managed to analyze a statistically representative sample of 
textbooks largely depends on the country’s textbook market. For 
example in Britain and Germany the choice of books is wide and varied 
and thus analyzing all books covering the topic of the European 
integration from all publishers would be impossible for a single 
researcher. Alternatively, I could have chosen to focus on the variations 
of textbooks within one country. However, this was not the aim of the 
present study, but instead I was more inspired by the between-country 
variations. 
As noted previously, particularly the material from the earlier years 
is not representative for two reasons: Firstly, it was not easy to find 
textbooks, especially from the 1980s and before, that would meet the 
criteria for the selection of the books. Secondly, the amount of data 
would have increased significantly, and consequently, the comparison of 
the five countries would not have been reasonable task for a single 
researcher. However, the restricted amount of data obviously has 
consequences for the analysis of the transformation of social 
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representation of the European integration in the books of these 
countries; the results are by no means generalizable, but mostly tentative.  
Due to the different educational systems, textbook traditions and the 
significance of textbooks in the five countries in the study, the between-
country comparisons are speculative. It is also important to keep in mind 
that history and civics as school subjects have different objectives. 
Consequently, it is likely that the nature of the selected books, especially 
whether they were history or civics books, had an effect on the results. 
This interpretation was supported by the statistical analysis of the British, 
Finnish and Swedish textbooks showing the division of the European 
discourse according to the civics and history textbooks.  
Another crucial concern in this study is the question of language. 
Soon after I begun to read and analyze my material consisting of 
different languages, it became very clear how indelible part of a culture 
language is. The analysis of the German textbooks was particularly 
challenging because of my limited knowledge of the language. Although 
the documents were translated, it did not seem to fully suffice for their 
understanding. Deep knowledge of a language requires familiarity with 
the culture. The ways of expression, not to mention the understanding of 
visual material, have different meanings for people from different 
cultures. As far as it was possible, I did not want to translate the texts, 
but analyze them in the original language. I arrived to this decision, when 
I noticed that some important features of the culture would be lost in 
translation; some words or expressions of the original language were not 
easily translated into English (e.g. puissance in French data). 
Nevertheless, it cannot be denied that as a non-native speaker, I may not 
have been able to grasp and discuss all important details in the books. 
However, the participation in international conferences and workshops 
has provided one forum where I have been able to dicuss my results with 
people from the five countries of my study, and in that sense, broaden my 
perspective on the object of the study. 
On the other hand, when it comes to the question of language and 
culture, I felt that the analysis of the Finnish textbooks, material of my 
own culture, was most difficult because the findings were in a way self-
evident. In that sense I think that as an outsider to a culture it was easier 
to perceive the regularities and characteristics of the books. As usually in 
qualitative research, it is not possible and even necessary to stay entirely 
separate from one’s own experiences and feelings; in all cases 
interpretations remain subjective (e.g., Strauss & Corbin, 1998). 
However, acknowledging one’s own preconceptions and relationship to 
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the topic of this study, the European integration, is vital to improve the 
reliability and validity of the study. Thus, as a researcher I have tried to 
identify and explicate my potential biases about a topic. One helpful 
technique was keeping a reflexive journal on feelings and insights that 
came to my mind.  
One way of improving the reliability and validity of a qualitative 
study is to engage multiple methods. As, for example, Mason (1996) as 
well as Gaskell and Bauer (2000) suggest, the idea behind triangulation 
is that the more the different data sources are in agreement on a particular 
issue, the more reliable is the interpretation of the data. In other words, 
the use of statistical method ALCESTE, theory-driven content analysis 
as well as the visual analysis led to more valid, reliable and diverse 
results.  
According to Mason (1996, p. 147), the question of validity in 
qualitative study should be approached at least in two ways: by 
considering the validity of the data generation methods and the validity 
of interpretation. In Mason’s (1996, p. 147) words, one should ask "how 
well matched is the logic of the method to the kinds of research questions 
you are asking and the kind of social explanation you are intending to 
develop". This is the case for justifying the appropriateness of the 
method to the research questions. During the analysis process it became 
clear that any single method could not grasp the phenomenon of the 
European integration in the textbooks in its entirety. Therefore, my 
intention was to investigate it from various perspectives. The complexity 
of the phenomenon required a use of multiple methods because different 
methods reveal different elements of representation (e.g. Breakwell & 
Canter, 1993): the statistical analysis exploring mainly the contents, 
qualitative analysis the processes and structures, and the visual analysis 
in particular the process of objectification of social representation (see 
chapter 4.5). 
To fully answer to the research question: what is written about 
Europe, or in other words, to get into the contents of representation, as 
well as to get some idea of how much the different contents were 
discussed, I felt that some statistical method was needed. After weighing 
up the pros and cons of different choices (e.g., Prospero, Helmut), I 
decided on ALCESTE mainly because it was previously used 
successfully in the analysis of social representations (e.g., Kronberger & 
Wagner, 2000; Klein & Licata, 2003) and because it seemed to be able to 
elucidate the European discourse from a statistical perspective. The 
starting points for the use of ALCESTE were challenging since the 
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dictionaries exist only in French, English and German languages (and 
Italian, Spanish and Portuguese, but these countries were not in the scope 
of the current study). However, after the confirmation from the 
distributor of the software that the program could also be used in other 
languages, I decided to see what happens if I use it with Finnish and 
Swedish data. After all, ALCESTE investigates the distribution of 
vocabulary, not the meaning of words. In this study, the existence of a 
dictionary did not seem to improve the results notably, but in fact, it 
became apparent that even the French dictionary was incomplete; it 
failed to identify quite a few function words. The lack of dictionaries was 
handled by preparation of the text by hand for the Finnish and Swedish 
data, after I had first checked the weak points in the preliminary analysis 
with ALCESTE (see also Kronberger & Wagner, 2000, p. 314). On the 
basis of the proportion of the analyzed elementary context units (ECUs), 
it nevertheless seems that ALCESTE works better for the languages with 
existing dictionary, particularly, if 80 per cent of analyzed cases, as has 
been suggested by Kronberger and Wagner (2000, p. 314), is regarded as 
producing a good result; in Finnish and Swedish analysis the proportion 
of analyzed cases was approaching 70 per cent40.  
However, from an interpretative perspective, the results obtained 
from the Finnish and Swedish analyses did not prove difficult to 
understand. Regardless of some limitations, the method succeeded in 
describing the contents of the European discourse, which was the main 
objective of the analysis.  
The theory-driven content analysis was carried out to take a closer 
look into the textbooks and to examine how the European integration is 
discussed; how it is made familiar and concrete through the processes of 
social representations. The theory of social representations guided the 
analysis that was based on the techniques of grounded theory. Previously 
in chapter 5.2.2, I have tried to provide precise descriptions of the open, 
axial and selective coding processes.  
As Gaskell and Bauer (2000) also suggest, to let the material speak 
for itself and to give credibility to the results, I have used quotes 
extensively. However, the use of quotes is always intentional; they are 
                                                          
 
 
40 This information is rarely mentioned in the studies using ALCESTE, expect in Klein 
& Licata, 2003, where the classification accounted for 72% of the cases. 
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used to support the researchers’ claims and ideas, and therefore, the 
choice of certain quotes may guide the interpretation of the results. To 
avoid the practice of careful selection of quotes to support only my 
presuppositions, quotes were provided from different books. Moreover, I 
have tried to consider and bring up also those ideas that are exceptional 
in the sense that they do not seem to fit in the categories or the main 
results of the analysis.   
To improve the reliability, I could have done double checking on the 
data by asking another person to first read the text and then to code and 
classify it, after which the inter-rater agreement between the two scorers 
could have been counted, as some guidebooks or texts for the qualitative 
content analysis, like that of Bauer (2000), propose. However, in the 
level of practice, the textbooks as a data are polysemic; they are not 
easily codable and classifiable without a deep knowledge of the data as 
well as of the social representations theory. I have deep doubts whether it 
would be possible for another person, who is not familiar with the topic 
and the material, to get inside the whole research topic and to be able to 
reconstruct the study and come up with the same conclusions. However, 
to get some idea of the validity of my interpretations, I asked students to 
read, code and classify some parts of my textbook data in the practical 
workshop of qualitative methods that I was teaching during the three 
years. Although their codes and categories were not entirely similar to 
mine, they were analogous.  
The two analysis methods, ALCESTE and theory-driven content 
analysis, complemented each other. While ALCESTE was primarily 
exploited to describe what is written on the European integration, the 
qualitative content analysis aimed to take a deeper look into the way in 
which the European integration is discussed and constructed. Since 
ALCESTE uses descending hierarchical analysis as its principal method, 
the results obtained from the analysis are often interpreted (e.g. Baugnet 
& Fouquet, 2005; Kalampalikis, 2003) to describe the structure of 
representation, but as such, in my opinion, it seems to be an inadequate 
tool for depicting the formation processes and the central core of the 
representation. However, the results obtained from ALCESTE and 
qualitative content analyses are not contradictory but complementary, 
and although the structures of the social representations (figures 2, 4, 6, 
8, 10 and 12) in this study are primarily resulting from the qualitative 
analysis, they also take into account the results of the statistical analyses. 
The analysis of the visual material aimed at exploring how the 
European integration is constructed and communicated through visual 
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images. As I have explained previously in the methodological chapter 
(5.2.3), the visual images were first coded and categorized according to 
their contents. At this point of the analysis, contrary to the analysis of the 
text, which was more polysemic, it was possible to test the reliability of 
categorization by measuring interpersonal agreement between the 
researcher and one external person. However, a deeper interpretation of 
the images remained a matter of subjective interpretation. The 
importance of a culture concerned particularly this stage of analysis; 
understanding visual material can take place only in relation to history 
and culture. As an outsider to culture, it may be hard to understand the 
hidden meanings embedded in visual material. On the other hand, visual 
material may evoke varying associations in individuals, who are exposed 
to both their personal history and their cultural context. Nevertheless, the 
aim of this study was to explore how the European integration is 
visualised and concretized and it may not be necessary to deeply 
understand the backgrounds of single visual images.  
One more important issue concerning the validity or credibility of 
this study needs to be addressed: How to convince readers that the results 
are more than just a product of the vivid imagination of the researcher? 
The results of this study are largely consistent with the public discussion 
of the European integration, and consequently, they may appear as self-
evident for some people. Although, as the results of this study indicate, 
there may be some truth in stereotypes, I have tried to show that the 
provided interpretations are not invented, but they are product of 
conscious analysis. In other words, as Mason (1996) suggests, besides 
considering the validity of the data generation methods, the question of 
validity should also be addressed in terms of the validity of 
interpretations. As Gaskell and Bauer (2000) propose, the most important 
confidence markers are triangulation and reflexivity, transparency and 
procedural clarity, corpus construction and thick description. Two latter 
indicators, representative sampling and the use of quotes have been 
discussed previously. Moreover, the issues related to triangulation were 
addressed before. To go into other criteria proposed by Gaskell and 
Bauer (2000), as I have tried to emphasize, the phenomenon of the 
European integration has been approached from different perspectives 
with different methodological choices. To give a more vivid and 
multifaceted picture of the object of the research, two kinds of data was 
utilized (curricula and textbooks) and both quantitative and qualitative 
methods were applied. The criteria of transparency and procedural clarity 
are considered mainly by documenting the research process in detail. To 
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take into account the procedural clarity, the country-based analyses 
always followed the same structure, starting with the analysis of the 
contents, continuing with the analysis of the processes and the image, 
after which the transformation of social representation was discussed in 
more detail, and finally concluding the previous findings in identifying 
the central core element of the representation and the communicative 
form of the books. Throughout the detailed analysis process, I have 
aimed to trace the ways by which I have arrived at these particular 
interpretations of the social representation of the European integration in 
the textbooks of the five countries.  
8.4.2 Theoretical Concerns 
As I have discussed previously in the theoretical chapter (chapter 4), the 
main criticism addressed to the social representation theory, the principal 
theoretical framework of this study, has primarily been concerned with 
its conceptual and methodological vagueness, which emerge as problems 
of operationalization and empirical testing and verification of the theory 
(e.g. Jahoda, 1988; Potter & Litton, 1985). However, as I have also noted 
previously, instead of testing or operationalisazing in quantitative terms, 
providing a more inductive and descriptive approach has been the main 
concern of the theory. In fact, it could be seen that the vagueness of the 
theory enables the use of multiple methods in the collection and 
analyzing of the data (Wagner et al., 1999). In line with Moscovici 
(1985), the clarity and definition of the concept social representation 
should be an outcome rather than prerequisite of the research, and 
consequently, only after the study has been conducted, we can evaluate 
whether there really exist a social representation of a phenomena or not.  
However, in order to study social representation of the European 
integration empirically, I was obliged to operationalise the concept in one 
way or another. Thus, in the current study, the crucial questions were 
how to identify the important theoretical ideas of SRT, or tools as I 
prefer to call them: anchorings, objectifications, central cores, themata 
and communicative systems? Definitions and descriptions provided by 
Moscovici (e.g. 1961; 1984; 2008) concerning the formation processes 
(anchoring, objectification and naturalisation) and communicative 
systems (propaganda, propagation and diffusion), as well as the criteria 
for the identification of a central core proposed by Abric (2001), formed 
the basis for the empirical analyses. The emergent approach to the study, 
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in other words, the techniques provided by the Grounded Theory (e.g., 
Strauss & Corbin, 1990), supported the analysis of the contents, 
processes and structures of representations. Especially open and axial 
coding leading to the level of selective coding coincide with Abric’s 
theoretical criteria for the identification of a central core. In view of this 
study, the techniques of the grounded theory seem to go hand in hand 
with the qualitative identification of the central core element of social 
representation.  
Moreover, the question of how to distinguish anchoring and 
objectification in the analysis appeared as a problem. In the empirical 
level it seemed that anchoring category often serves as the source for the 
objectification, as Wagner et al. (1995) have suggested, and as a 
consequence, the objectifications were more easily captured in the level 
of analysis. Thus, once an idea is put into words or visual images, the 
process of objectification seems to be more easily recognized. In other 
words, if we remind us about the simple definition of social 
representation, according to which a representation is both a meaning and 
an image (Moscovici, 1961), we can assume that it is easier to pick up 
the process of objectification that produces the figurative aspect of the 
phenomenon than the process of anchoring which gives it the meaning. 
In the current study, the anchoring and objectifying were analytically 
distinguished, although they were considered as interrelated processes. 
Indeed, there seemed to be an anchoring behind every objectification–a 
meaning behind every image, but not necessarily vice versa. For 
example, one can ask if such objectifications, or more precisely 
personifications, as Charles de Gaulle in the British textbooks or Robert 
Schuman and Konrad Adenauer in the French textbooks, signify much 
without the analysis of the process of anchoring, pointing to Europe as a 
French construction and to the difficult British-French relations (in the 
British textbooks) and to the Franco-German partnership (in the French 
textbooks). Or comparably, what would mean the metaphor “mountains 
of red tape” if it was not attached to bureaucracy of the EU serving the 
anchoring category.  
This leads to another big question, the usability and difficulty of 
operationalizing the process of anchoring. Within SRT there seems to be 
several ways to understand and conceptualize the process of anchoring. 
Usually SRT describes it in a rather general level. According to 
Moscovici (1984) when we anchor we draw a troubling phenomenon into 
a familiar system of categories. Doise (1992) has taken a different 
perspective on the anchoring and suggested that it is a process organizing 
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symbolic relations between individuals and social groups. This view 
would mean that the process of anchoring does not refer to the pieces of 
information found in the discourse, and consequently, a qualitative 
content analysis would not necessarily be the appropriate way to grasp 
the process. One can thus ask if the anchoring should be limited for the 
interpretative use, or only approached with detailed and specific 
quantitative methods (e.g. Doise et al., 1993)? In the current study, the 
concept of the anchoring has been used in two different ways. On the one 
hand, as I have discussed previously in this chapter, the nation state 
provides the main anchor for the social representation of the European 
integration, and thus, the anchoring has been used as an interpretative 
concept describing the symbolic relations between the nations and the 
EU. On the other hand, I have attempted to operationalize the concept 
and use it as an analytical tool to elucidate how the European integration 
is made sense of and how it is made meaningful in the textbooks. As the 
summary of the anchors (see Table 13) in the textbooks indicates, it may 
indeed be questionable whether some of the listed anchors are actually 
anchors or something quite else. Such anchors as the Franco-German 
cooperation, the United States or EFTA41 are without doubt consistent 
with Moscovici’s (1961) original idea of the anchoring in which a new 
representation is made sense of by comparing it to the external, existing 
categories, or as in this case, to the existing forms of the cooperation. 
Thus, restricting the analysis to the original definition of the anchoring, 
when the US, EFTA and the Nordic cooperation basically emerge as the 
only “real” anchors, would not tell us much about the understanding and 
meaning-making process of the phenomenon European integration. In 
contrast, I felt that a more extensive definition of the anchoring was 
needed to describe the phenomenon. I try to illustrate this argument with 
examples from the present study. Let us first think about the most typical 
anchors in the textbooks, such as peace, economy and agriculture. These 
elements could also be seen as a part of the phenomenon itself, the social 
representation of the European integration, but at the same time, they 
could be considered as anchors, since they are old, familiar ideas or 
forms of cooperation for which the European integration process was 
originally built upon. If we consider the original definition of the 
                                                          
 
 
41 The dominant process in the two latter examples was particularization in which the 
phenomenon is compared to existing category but regarded as different. 
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anchoring, the most problematic kind of anchors in this study would 
probably be those which somehow relate to the recent or future forms of 
the cooperation, such as to the EU enlargement, debate over the future 
model of Europe (federalists vs. confederalists) etc. As we have 
previously seen in the German textbooks for instance, the discourse on 
the European integration is strongly attached to the EU enlargement. 
Thus, the discourse on the EU enlargement replaces the European 
integration discourse, and as the topic evokes strong emotions for or 
against the enlargement, the EU is identified, categorized and given 
meaning in relation to the EU enlargement. Consequently, it could be 
seen to provide an anchor for the phenomenon of the European 
integration. Alternatively, some other concept could be used here to refer 
to the elements resembling anchoring, but that actually are a part of the 
troubling phenomenon itself. Such a process describing the elements that 
create the meaning, but are part of the social representation, could be 
named crystallization42. This process of crystallization refers to the 
elements that are essential to understand the phenomenon. It describes 
the creation of the phenomenon, the process of combining ideas and 
elements into a congruous whole (e.g. figures 2, 4, 6, 8, 10 and 12). I 
would suggest that without an attempt to operationalize the process of 
anchoring and use it as an analytical tool, I could not have elucidated the 
way in which the image of Europe is constructed and how it is made 
meaningful in the textbooks, and as a result, the material would have 
been under analyzed. 
One of the objectives in the current study was to explore the usability 
of three communicative systems found by Moscovici (1961)–
propaganda, propagation and diffusion–in the national textbooks. This 
proved to be a rather complicated task. Textbooks from one country were 
not easily described by only one communicative strategy, nor were the 
definitions of Moscovici straightforwardly applicable to the textbooks. 
One explanation might be in the different nature of the two information 
sources: the press and the textbooks. The three aforementioned forms 
described the communicative systems concerning psychoanalysis in the 
French press of the 1950s, whereas this study has looked into textbooks’ 
communication of the European integration. The communicative style in 
                                                          
 
 
42 Alternative terms that were considered here were coagulation, enablisation, 
solidification and potentiation.  
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the educational texts may not be as colorful and direct, as in the press 
aiming to attract reader’s attention and arouse the reader’s interest. 
Instead, textbooks play other functions. Besides being sources of 
information and teaching tools they are builders of critical thinking skills, 
and as this study suggests, they may as well be promoters of patriotism. 
On the one hand, the communicative style in the nationally produced 
textbooks seems to be closest to that of propagation when it comes to the 
European integration. After all, the primary function of propagation is to 
organize and transform a new phenomenon into a whole, which is 
compatible with the principles establishing the unity of each group 
(Moscovici, 1961). In other words, in each of the five countries of the 
present study, many social and educational actors organize the 
communication (including school textbooks) according to the demands 
of political and educational institutions in order to create such a version 
of the European integration that is compatible with the social and 
political atmosphere of the country and the national identity–the 
European integration is seen through the nation. Nevertheless, as the 
detailed analysis of the textbooks indicated, textbooks clearly involve 
other communicative strategies as well. For example, the British 
textbooks presented contradictory beliefs on circulation, often in the 
same sentence, heading or table, but did not make a choice between them 
and thus, they pointed to the communicative strategy of diffusion. The 
propaganda was the only form of communication that did not dominate 
in the books of any of the five countries, which is not a surprising finding 
in the textbooks of the democratic countries. However, as the analysis of 
textbooks indicated, the propagandist strategies were often used in 
combination with other communicative strategies. At this point, it is 
important, again, to recall that the communication styles have changed 
over time and the school textbooks are used for specific purposes that 
differ from the objectives of the press. In the early study of 
psychoanalysis in the French press, Moscovici (1961) made distinction 
between the three systems of communication according to the forms and 
contents of communication leading to varied representations of 
psychoanalysis. Propaganda was identified as a typical process of 
communication for the communist press. Unlike in Moscovici’s study, in 
this study propaganda was not considered as strongly as a response to a 
situation of conflict and as a use of stereotypes to fight the enemy and to 
generate negative emotions which lead to concrete action. I assumed that 
the definition referring to the direct conflict and fight with the enemy 
might not be valid anymore in such democratic societies as the five 
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countries of the present study. Thus, also those strategies which intended 
to characterize the phenomenon in black and white terms or to provide 
one-sided information appealing to emotions were interpreted as 
propagandist features (see definitions in chapter 5.2.2).   
Furthermore, the qualitative nature of this study posed another 
challenge for the operationalization. Even in quantitative studies, it is not 
always obvious what empirical evidence constitutes a central core or how 
to identify what comes to operate as themata in the data. Due to the 
complete lack of previous qualitative studies (except Moloney & Walker, 
2000) addressing these questions, it was even harder for the researcher to 
figure out how to show the empirical and methodological consistency of 
these concepts. As Moscovici (2000) suggests, their existence is often a 
subject to interpretation.  
The methodology of this study is not based on any single previous 
study. In contrast, it is a combination of different methodologies aiming 
to reveal different elements or characteristics of social representation 
(e.g. contents, processes, visual image, transformation, structure, 
communicative system). As a researcher, I am aware that these are for a 
large part overlapping theoretical ideas (for example it is difficult to 
separate contents from processes). Nevertheless, I hope to have 
demonstrated one mixture of methods or a way of operationalization the 
idea of social representation for future studies on social representations.  
One of the biggest theoretical questions in this study concerns the 
relationship between scientific knowledge, common sense and social 
representations. As Billig (1991) already suggested 20 years ago, social 
representations theorists should develop the framework to distinguish 
between common sense and social representation on the one hand, and 
social representation and non-social representation on the other hand. An 
important question in the current study concerns the obtained results: 
whether they actually reflect social representations or scientific 
knowledge, or in this case so-called “official” version of the EU. I 
believe that textbooks are composed of both scientific and common sense 
knowledge. At the first sight, textbooks may seem to be based on facts 
and information, but a closer look reveals that they also contain a lot of 
commonsensical knowledge, such as opinions, attitudes and intentional 
coloring of the tone. With the help of my methodological choices and 
theoretical tools, I have tried extract the social representation of the 
European integration from the scientific and commonsensical discourses 
prevailing in the books.  
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The quality of the study was intended to ascertain by following the 
seven paradigmatic principles for research on social representations 
suggested by Bauer and Gaskell (1999) (see chapter 5). By combining 
different theoretical tools and perspectives I have also tried to overcome 
some differences between different schools (chapter 4.1.3) and research 
traditions that even today seem to reduce the potentiality of the SRT in 
explaining the social world. 
8.5 FUTURE STUDIES 
There is not much previous research on the social representations of the 
European integration in curricula and textbooks. In particular the cross-
national research on the topic is nearly missing (except Pingel, 2000), 
although the understanding of European images and national and 
European identifications in different countries is important in 
understanding the current trends in a changing Europe and citizens’ 
support and resistance to the EU. One of the tasks of future research is to 
extend the study of the European integration in curricula and textbooks to 
the new member countries of the EU. Having been for a long time under 
communist regime, these countries would probably bring new elements 
to the representation of Europe. For example Marková et al. (1998) have 
previously demonstrated that particular economic, political and 
ideological contexts in the two parts of Europe led to different social 
representation of the topic “individual”. One can ask whether the 
economy and peace would still remain as hegemonic part of the EU 
representation, and even more importantly, how these new members 
relate to the issues of belongingness and European identity. Respectively, 
it might be interesting to look how the European integration is portrayed 
by the perceived outgroups of the EU, e.g., in the textbooks of the US, 
Russia or Turkey. After all, as Howarth (2007) suggests, identities are 
continually developed and contested through others’ representations of 
our own group.  
Secondly, the current study raises the question of the linkage 
between social representations of the European integration and national 
and European identities. To what extent the images transmitted through 
schoolbooks correspond with the social representations of pupils and 
their teachers and can we find causality between the two sources? This 
linkage could be further explored in experimental settings. 
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Thirdly, for the further development of the social representation 
theory, more studies with a comprehensive perspective on social 
representations are needed. At present, the research done under the 
umbrella of social representations is varied; one study focuses on the 
formation processes, other to the structures, figurative aspects, functions, 
historical transformations or communicative roles of representations. I 
would suggest that a versatile application of theoretical tools in one study 
would provide a more coherent theory for the explanation of social 
phenomena. Respectively, the usability of different methodologies 
should be further discussed within the paradigm; not least to facilitate the 
work of students and novice researchers who ponder between different 
theoretical and methodological options. 
8.6 PRACTICAL IMPLICATIONS 
Since the countries of Europe have decided to join the EU of their free 
will, it is reasonable to ensure its functioning to make it work in an 
optimal way. Thus the following recommendations are made on the basis 
of improving cooperation and tolerance between the EU member 
countries. The results of this study have many practical implications, 
among others for policy makers and editorial publishers. 
Firstly, if the political aim is to reinforce the European dimension in 
education, and in that way the sense of European citizenship and 
belongingness, the European integration should be brought up more 
strongly on the level of curricula and textbooks. In particular, as I have 
suggested previously, currently the European integration is not strongly 
implemented in the level of specific course contents of national curricula. 
After all, curricula are the main instruments for shaping the political 
ideologies in textbooks. 
The second practical implication concerns the attempts to develop a 
more “European” perspective in textbooks. In light of this research, it 
seems that the European integration is not the most widely discussed 
topic in the books of most of the countries. This may predict a lack of 
understanding of the phenomenon, which on the other hand may easily 
result in the rejection of the EU.  
As this study suggests, the European integration is portrayed 
foremost as an economic and institutional process. As demonstrated 
previously, the positive sides of the European integration were often 
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attached to economy and business, whereas the criticism to more 
sensitive issues evoking a more controversial image. The cultural 
dimension is nearly missing in the textbooks and even more importantly, 
the everyday consequences of the membership for young people. In other 
words, I assume that promoting a stronger European dimension and 
perhaps also belongingness in textbooks would require more anchors 
from the daily life of young people. For example, such issues as 
InterRailing, Erasmus, working in another EU country or European 
football could serve as anchors and objectifications that interest, motivate 
and touch the lives of young people. Consequently, this would 
presuppose more positive visualizations of such topics as traveling, 
studying, Eurovision and sports, and respectively, less dry and complex 
visualizations of institutions, pillars and functioning of the EU that 
distance the reader and the object. The study proposes that values and 
citizenship are brought up as important topics in most current textbooks, 
but since they are mostly only mentioned and not rooted in anything, 
they appear as empty categories without real contents and meanings for 
the readers.  
All of the countries bring their own history and stories along, which 
should be respected equally. However, for example the image of the 
European integration as a Franco-German construction may evoke more 
divisions between the countries according to their different positions 
between those who belong to the “core” countries and those who belong 
to “peripheral” countries of the EU. Instead, I assume that national 
personifications of the European integration, such as pictures of national 
characters in the European context, could be one way of promoting 
positive mutual identity. 
We have identical debates on major topics in all of the member 
states. These include the environment, climate change, unemployment, 
ageing of people, guarantee of human rights and justice, just to mention a 
few examples. I would also suggest that perhaps these topics could be 
viewed from a national, European and global perspective. There were 
some hints of this kind of approach in some national textbooks. For 
example, the Swedish and German textbooks proposed an idea of a more 
responsible European Union in particularly in the environment 
protection, in social welfare and in relation to the Third World. Thus, if 
we share the same worries, we might try to find the same solutions. 
Consequently, this could work as one base for a mutual identity between 
national states.  
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8.7 FINAL REMARKS 
The EU has an increasing effect in the daily life of its citizens. 
Nevertheless, as for example the recent French and Dutch rejection of the 
EU constitution demonstrated, the quick changes, continuous 
enlargement and the deepening of the EU may result in setbacks and 
resistance among European citizens. This is why the current study is 
important. In order to understand why certain developments or changes 
are perceived as threatening or as desired by different member countries, 
we must consider the social representations of the European integration 
on the national level: how the EU is represented to its citizens in media 
and in educational systems, particularly in curricula and textbooks. 
However, it is important to acknowledge that textbooks represent only 
one of the various media that can provide insights to the European 
integration. For example, the ever growing use of information technology 
allows the access to other materials enabling pupils to develop their 
social representation of the European integration.  
This study has shown the divergent social representations of the 
European integration, anchored in nation states, in the five member 
countries of the European Union. The social representations were 
constructed around different central core elements: French Europe in the 
French textbooks, Ambivalent Europe in the British textbooks, 
Influential and Unifying EU in the German textbooks, Enabling and 
Threatening EU in the Finnish textbooks and Sceptical EU in the 
Swedish textbooks. 
But what is the significance of social representations of the European 
integration in a larger context, for pupils, nations and the European 
Union? For pupils it means, among other things, that depending on their 
home country, five versions of the European integration are taught. 
However, some common constituent elements of social representations 
such as peace and economy were found. As suggested previously, if we 
want to improve the cooperation between EU members and to encourage 
the positive associations of Europe, the focus could be shifted more to 
values, citizenship and daily life consequences of the EU membership. 
From the perspective of nations and the EU, the social representations 
play a crucial role if a sense of togetherness or European identity is to be 
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developed. In that case Europe and nation-state should be represented as 
complementary rather than as antagonistic, as Licata (2003) has 
suggested. Accordingly, textbooks, together with other socialization 
channels, should represent the European integration positively in its 
complexity to enable the identification with Europe.  
Further, the results of this study help us to better understand how 
social representations of the European integration and consequently also 
collective identities are constructed in educational contexts. Thus, these 
results are applicable to the study of the European integration, to the 
educational studies, perhaps also to the study of nationalism and most 
importantly to the development of social representation theory. This 
research has aimed to provide a comprehensive perspective on social 
representations. Moreover, the study has elucidated the understudied 
linkage between social representations and identity, which should be 
further explored in future research to provide a more effective approach 
for the understanding of social phenomena and to prove the utility and 
impact of social psychology in the social world. 
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APPENDIX 1 
 
1. Suuri valiokunta käsittelee kaikki muut unioniasiat, paitsi ulko- ja 
turvallisuuspolitiikkaa koskevat, jotka käsittelee eduskunnan ulkoasiain 
valiokunta. Euroopan unionin asioiden käsittely suuressa valiokunnassa 
on neuvonpitoa valtioneuvoston ja eduskuntaa edustavan valiokunnan 
välillä. (WSOY 2004b)  
2. Jäsenmaiden hallitusten päämiehet, huippukokous, kokoontuu 
vähintään 2 kertaa vuodessa ja hahmottelee EU:n suuret toimintalinjat. 
Komissio valmistelee asioita ministerineuvoston päätettäväksi, 
toimeenpanee ministerineuvoston päätöksiä, edustaa EU:n etuja, ei 
jäsenmaita. Tuomioistuin arvioi EU:ssa tehtyjen päätösten EU 
säädösten mukaisuuden. (Otava 2004)  
3. Iso-Britannian johdolla perustettiin vuonna 1959 Euroopan 
vapaakauppaliitto, Efta, vastapainoksi EEC:lle. Järjestö ei tavoitellut 
poliittista yhdentymistä, vaan sille riitti jäsenmaiden välinen 
vapaakauppa. Eftan jäseneksi liittyi seitsemän eurooppalaista 
markkinatalousmaata: Iso-Britannia, Itävalta, Norja, Portugali, Sveitsi 
ja Tanska. (Otava 2004)  
4. Keinoista ollaan kuitenkin eri mieltä. Britannia painottaa EU:n 
yhteistyötä Naton ja Yhdysvaltojen kanssa, Ranska ja Saksa puolestaan 
haluaisivat itsenäisen eurooppalaisen puolustuksen. Unionin suuret 
jäsenmaat olisivat valmiita perustamaan keskenään puolustuksen kovan 
ytimen pienten valtioiden pelätessä samalla jäävänsä kehityksen 
sivustakatsojiksi. (WSOY 2004a)  
5. Myös EU alkoi ottaa enemmän vastuuta kriisienhallinnasta. 
Ensimmäiset yritykset Balkanilla olivat kuitenkin aika haparoivia. 
Kosovon kriisissä 1990-luvun lopulla EU ja YK joutuivat turvaamaan 
Naton ja Yhdysvaltojen sotilaalliseen voimaan. (Edita 2003, p.165) 
6. Siirtolaisten Eurooppa. Ranskassa leimahti 1980-luvun lopussa kiivas 
väittely siitä, saako muslimityttö käyttää koulussa huntua. Iso-
Britannian kouluissa puhuttujen kielten määrä oli 120, Ruotsissa 70. 
EY:n 320 miljoonaisesta väestöstä oli siirtolaisia 13 miljoonaa. 
(WSOY 1991) (χ2 = 35) 
7. Ranskan ulkoministeri Robert Schuman esitti, että Ranskan ja Saksan 
hiili- ja teräsvarat alistettaisiin yhteiseen ylikansalliseen hallintoon. 
Kuusi maata hyväksyi ehdotuksen: Alankomaat, Belgia, Italia, 
Luxemburg, Ranska ja Saksan liittotasavalta perustivat keväällä 1951 
Euroopan hiili- ja teräsyhteisön, joka aloitti toimintansa vuoden 1953 
alussa. (WSOY 1991)  
8. Maataloudesta tukiaisineen ja ylituotantoineen tuli yhteisön suurimpia 
taloudellisia ongelmia (Otava, 2005a, p.137) 
9. Ennen kuin neuvottelut EU:n jäseneksi haluavien maiden kanssa voitiin 
aloittaa oli selvitettävä valtava määrä vaikeita taloudellisia, poliittisia, 
ideologisia ja ihmisoikeuksiin liittyviä ongelmia sekä käytännön 
kysymyksiä. 
10. Tulevaisuuskonventin työskentelyä sävyttivät alusta lähtien syvät 
periaatteelliset erimielisyydet. Pienet jäsenmaat alkoivat pelätä, että 
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suuret keskittäisivät kaiken vallan itselleen ja unioni jaettaisiin kahden 
kerroksen väkeen. 
11. Ranskan ja Iso-Britannian välinen kilpailu leimasi vahvasti Euroopan 
integraatiota myöhemminkin. Britit korostivat transatlanttista 
yhteistyötä Yhdysvaltojen kanssa, kun taas ranskalaiset pyrkivät 
parhaansa mukaan vähentämään tämän yhteistyön vaikutusta Manner-
Euroopan asioihin. 
12. EU:n tulevaisuutta koskevaa keskustelua on hallinnut ja hallitsee 
varmasti vielä pitkään yksi kysymys ylitse muiden: tulisiko Euroopan 
unionista kehittää liittovaltio vai valtioiden liitto? Sitä täsmentää 
kysymys kansallisvaltioiden tulevaisuudesta. Miten niille kävisi, jos 
EU:sta tulisi keskitetty liittovaltio? Liittovaltiokehityksen vastustajat 
pelkäävät kansallisen päätäntävallan luisuvan vähitellen kokonaan 
Brysseliin. 
13. Ei tiedetty, mitä EU oikeastaan tekee ja vielä vähemmän ymmärrettiin, 
miksi se toimii niin kuin se toimii. Monet kokivat EU:n Brysselissä 
sijaitsevan päämajan byrokraattiseksi direktiivitehtaaksi, joka 
sotkeutuu tarpeettomasti ihmisten asioihin ja keksii toinen toistaan 
typerämpiä määräyksiä. 
14. Vaikka EU:lle luodaan kyky myös sotilaalliseen kriisinhallintaan, ei 
unionista kuitenkaan tule sotilasjärjestöä tai puolustusliittoa. 
15. Vapaus herättää myös pelkoja. Huolta aiheuttavat etenkin 
kansainväliset rikollisliigat, huumeiden ja aseiden salakuljetus sekä 
laittomasti EU-maihin pyrkivät ihmiset. Suomikin on joutunut 
Schengenin sopimuksen vuoksi tehostamaan rajavalvontaansa, sillä 
maamme rajat ovat Ruotsin ja Norjan vastaista rajaa lukuun ottamatta 
myös Schengen-alueen ulkorajoja. Suomen itärajalla pahin uhka on se, 
että venäläiset rikollisjärjestöt pyrkivät käyttämään Suomea 
läpikulkumaana. Maaliskuussa 2005 viranomaiset pysäyttivät rajalla 
joukon georgialaisia naisia, jotka ilmeisesti olivat ihmiskaupan uhreja. 
16. EU:n piirissä vallitsee monenlaisia sisäisiä jännitteitä, ja unioniin 
kohdistetut odotukset ovat ristiriitaisia. 
17. Kysyttiin, sulkeutuuko EU omaan linnakkeensa. Ongelmaksi koettiin 
myös pakolaisten, turvapaikanhakijoiden tai työnhakijoiden jatkuva 
virta Euroopan unionin alueelle. 
18. Euroopan yhteisö sai kuitenkin aikaan myös asennemuutoksia: 
eurooppalaista yhteistoimintaa alettiin pitää rauhan ja vapauden sekä 
hyvinvoinnin ja turvallisuuden takeena. 
19. Lähes kaikissa jäsenmaissa on herättänyt epäilyjä Euroopan unionin 
byrokratia ja etäisyys kansasta. Monet ovat pelanneet yhdentymisen 
hävittävän demokratian. 
20. Pelko kansallisen itsenäisyyden häviämisestä on kuitenkin nostanut 
esiin monissa EY-maissa Maastrichtin sopimusta vastustavia voimia. 
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APPENDIX 2 
 
 
 
 
1. Ska ett litet land kunna sätta stopp för de övriga ländernas vilja i en 
viss fråga? Å ena sidan är det viktigt att ett land inte ska kunna tvingas 
in i ett samarbete mot sin vilja, å andra sidan riskerar vetorätten att 
hindra eller starkt försena EU:s integration och utveckling. (Bonniers, 
2004a, p.163)  
2. Om Sverige skulle gå med i EMU kan Sverige inte längre ändra räntan 
eller valutakursen för att stimulera eller strama åt ekonomin. Sverige 
skulle alltså inte längre kunna låta den svenska kronan deprecieras eller 
apprecieras. Men EMU förespråkarna hävdar att ett litet land som 
Sverige ändå knappast har något större penningpolitiskt svängrum. 
(Gleerups, 2004, p.179)  
3. Allt skulle ju bli så bra bara vi gick med i EU. Maten skulle bli 
billigare, arbetslösheten skulle minska och räntan gå ned. Ett annat 
tema i debatten var att svenskarna, d. v. s. de som trots allt gick till 
valurnorna, röstade in representanter som bara vill ordna en 
utträdesbiljett. (Bonniers, 2004a, p.156)  
4. Det gränslösa Europa innebär också att det är fritt att bosatta sig var 
man vill för att studera, arbeta, starta företag eller leva som pensionär. 
(Gleerups, 1996, p.266)  
5. Är skyddet bättre i EU? Inom EU talar delegaterna ofta om den sociala 
dimensionen och syftar då på artikel 117-118 i Romfördraget. Där står 
att medlemsländerna måste främja en förbättring av arbetstagarnas 
arbetsvillkor och levnadsstandard och därigenom göra det möjligt att 
harmonisera dessa villkor på en allt högre nivå (Bonniers, 2004b, 
p.238)  
6. De nordiska länderna är alla parlamentariska demokratier och man har 
likartade uppfattningar i rättsliga, sociala och religiösa frågor. Genom 
Helsingforsavtalet, 1962, förbinder sig de nordiska länderna att bevara 
och utveckla samarbetet på det rättsliga, kulturella, sociala och 
ekonomiska området samt ifråga om samfärdsel och miljövård. (Liber, 
1986, p.212)  
7. Europeiska unionens råd även kallat ministerrådet eller rådet, är EU:s 
beslutande organ. Coreper är ett arbetsutskott direkt under 
ministerrådet. Det består av medlemsländernas EG ambassadörer och 
representerar varje lands regering mellan ministerrådets möten. De 
behandlar kommissionens förslag och förbereder ministerrådets beslut. 
(Bonniers, 2004a, p.153) (χ2 = 74) 
8. Under perioden strax efter andra världskriget var längtan efter en 
bestående fred den viktigaste drivkraften för det europeiska samarbetet. 
Det första steget mot dagens EU togs i början av 1950 talet. Den 9 maj 
1950 presenterade den franske utrikesministern Robert Schuman ett 
förslag, Schumanplanen, om hur Frankrikes och Tysklands kol och 
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stålindustri kunde läggas under gemensam kontroll. (Gleerups, 1996, 
p.266)  
9. Sverige bestämde själv vad den fredstida neutralitetspolitiken skulle 
innebära. Kärnan har utgjorts av den politiska viljan att stå utanför 
militära allianser, alliansfriheten, just för att båda supermakterna under 
kalla kriget, USA och Sovjetunionen, skulle lita på att Sverige under en 
stormaktskonflikt inte skulle ta ställning för någon part. (Gleerups, 
2004, p.452)  
10. Maastrichtfördraget innebär en förändring av Romfördraget och 
enhetsakten och syftet är att skapa en Europeisk union, EU. Denna 
union ska vila på tre pelare. (Gleerups, 1996, p.268)  
11. EFTA, European Free Trade Association, bildades 1960 av Sverige, 
Norge, Danmark, Storbritannien, Schweiz och Österrike. Kort efter 
starten anslöt sig även Finland och Island. Finländare emellertid endast 
associerat. 1973 gick Storbritannien och Danmark ur EFTA och blev 
medlemmar i EG. (Liber, 1986, p.128)  
12. Man kan säga att EU:s mål och problem är desamma. (Studentlitteratur, 
2004, p. 129) 
13. Under hela denna utveckling har det funnits spänningar mellan olika 
perspektiv på EU:s framtid. (Gleerups, 2005, p. 460) 
14. Den största nackdelen med EMU är att de enskilda länderna förlorar 
makten över penningpolitiken. (Gleerups, 2004, p. 179) 
15. Ofta framförs i debatten argumentet att EMU, liksom EU, i grund och 
botten är ett politiskt och inte ett ekonomiskt projekt. Syftet är att 
bevara freden i Europa. Ur den aspekten har EU, EMU och dess 
föregångare lyckats: Centraleuropa har sedan andra världskrigets slut 
upplevt den längsta fredsperioden hittills is sin tusenåriga historia. 
(Gleerups, 2004, p. 180–181) 
16. En av de viktigaste motsättningar I debatten om EU:s framtid går 
mellan dem som vill bevara och vidareutveckla EU:s mellanstatliga 
samarbete och dem som vill ha mer överstatlighet och slutligen skapa 
en politisk federation med en regering och en riksdag som är direkt 
ansvariga för folket. (Gleerups, 2004, p. 181) 
17. Ett av kärnproblem när det gäller utvidgningen, är just den fria 
rörligheten inom EU. Många av de gamla EU-länderna är rädda för en 
”invasion av arbetslösa” från de nya och mindre utvecklade länderna. 
(Bonniers, 2004a, p.161) 
18. Fram till och med 1980-talet tillbakavisade Sverige ett svenskt 
medlemskap I EU därför att det ansågs oförenligt med den svenska 
neutralitetspolitiken. (Gleerups, 1996, p. 274) 
19. Detta var första steget mot det som idag heter EU, med freden som 
främsta mål. (Studentlitteratur, 2004, p.126) 
20. Efterhand som freden säkerställdes, kom ekonomin och välståndet att 
spela en allt större roll för samarbetet. (Gleerups, 1996, p.266) 
21. Europaparlamentet kan alltså inte lägga fram förslag utan det är enbart 
kommissionen som kan göra det. Många menar att detta är ett verkligt 
demokratiskt problem eftersom det är enbart parlamentet av EU:s 
institutioner som är direktvalt i allmänna val. (Gleerups, 2004, p.172) 
22. Det låga valdeltagandet skapade oro bland politiker, och debatt i 
medierna. (Bonniers, 2004a, p.156.) 
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23. Ekonomiskt fiffel bland några av Santers egna kommissionärer. 
(Bonniers, 2004a, p.159.) 
24. Ca. 40 miljarder kronor saknar godtagbar redovisning. (Bonniers, 
2004a, p.159.) 
25. Sverige anser att öppenhet inom EU gentemot sina medborgare är ett 
måste, dvs. att fler dokument ska vara offentliga handlingar. Detta är 
något som inte alla länder har hållit med om, men som nu håller på att 
ske. (Studentlitteratur, 2004, p. 130) 
26. EU kan inte formellt tvinga Sverige att avskaffa offentlighetsprincipen, 
men de kan tvinga oss att vidga sekretessbegreppet. (Bonniers, 2004a, 
p.143)  
27. Efter inträdet har Sverige gjort sig synligt speciellt i två frågor. – – Den 
andra frågan handlar om miljökraven och djurtransporterna, där 
Sverige ligger i frontlinjen med skärpta regler. (Studentlitteratur, 2004, 
p. 130) 
28. Ekonomisk tillväxt och konkurrenskraft I Europa måste även I 
fortsättningen kombineras med social sammanhållning, solidaritet och 
rättvisa. (Bonniers, 2004a, p.27) 
29. Någon motsvarande harmonisering på det socialpolitiska området finns 
däremot inte. (Bonniers, 2004b, p.238) 
30. ett gigantiskt politiskt projekt som rymmer både hot och löften 
(Gleerups, 2005 p. 460) 
 
